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ABSTRACT
RETENTION OF NOVICE TEACHERS:
A STUDY OF FACTORS THAT AFFECT THEIR DECISIONS TO STAY
by
Kimberly Dawn Handley
December 2005
An issue of growing importance in the field of education is the retention of novice
teachers. Current statistics indicate that new teachers are leaving the field at an alarming
rate, providing much cause for concern (Billingsley, 2004; Graziano, 2005; Ingersoll &
Smith, 2003). Since the current demand for educators stems partly from growing attrition
rates of teachers, especially those within the first five years of their careers, schools must
begin making concerted efforts to improve forms of assistance offered to novices in
hopes of increasing retention (National Commission on Teaching and America’s Future,
2003). School systems have been experiencing difficulty recruiting and retaining quality
teachers. The No Child Left Behind Act (NCLB) was signed into law January 2, 2002 by
U.S. President George W. Bush, bringing the issue of addressing teacher attrition issues
into the national spotlight.
Cousin (2000) analyzed stress factors that influenced novice teachers’ from one
south Mississippi school district intentions to stay in the profession. The current study
replicated Cousin’s study in a southeastern Virginia school district five years later.
Participants were drawn from 42 separate schools - 26 elementary, 10 middle, and 6 high
schools. Novice teachers, those with one to five years of teaching experience, were
targeted. A total of 251 of the 325 novices who were invited to participate returned
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surveys that were subjected to data analyses including Pearson correlations, multiple
stepwise regression analyses, analysis of variance (ANOVA), and t-tests.
The purpose of this study was to replicate Cousin’s (2000) study in which she
aimed to: (a) analyze the relationship between those teachers who intend to stay in the
profession; (b) identify those variables that influence that decision; and (c) determine if
working conditions, job satisfaction, satisfaction with the quantity and quality of
professional and peer support, teacher self-efficacy, stress induced by student
misbehavior, certification routes, and satisfaction with induction influence commitment
levels. Comparisons between the two studies’ findings are outlined. Further, induction
practices that may influence novice teachers’ intentions to stay in the profession are
highlighted.

iv

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

ACKNOWLEDGEMENTS
The completion of this dissertation would not have been possible without the
support of numerous people. My deepest gratitude is felt toward the following
individuals at the College of William and Mary: Dr. James Stronge, my advisor and
chair of my dissertation committee, Dr. Thomas Ward, my data analysis advisor and
committee member, and other committee members, Dr. Megan Tschannen-Moran and
Dr. Michael DiPaola. The guidance they provided me in the form of reading, advising,
and re-rereading will forever be appreciated.
I would also like to thank my family members who have always been supportive
of and patient with the process. It has been through their constant words of
encouragement that I have maintained my focus and made it to this point. My mother,
father, brother, grandmother, aunt, uncle, and cousin have helped clear the path and assist
in their own ways over the years. Each knows what he or she did to lend a hand in my
many times of need and how much I love him or her for simply being there.
My friends have also been willing to pick up the slack when I was studying,
collecting data, or writing. I would like to specifically acknowledge the efforts of
Tammy, Christie, Stephanie, Shaton V., Cindy, Tom, Sharon W., and Kellie. Without
the contributions of my professors, family, and friends, my academic pursuits would have
been much more difficult.
Several Chesapeake Public School central office employees assisted with the data
collection process. Two in particular, Tom and Dan, went above and beyond the call of
duty in serving as sounding boards, providing moral support, and getting the process

v

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

moving forward. I am indebted to the 251 novice teachers who voluntarily participated
in the study as well.
A special note of thanks goes out to Sherri Cousin Davis for granting me
permission to replicate the study she conducted in 2000. Her research efforts deserve
recognition and her words of wisdom were helpful.
To all of the unmentioned individuals who have helped along the way, a heartfelt
thank you is extended. I thank the Lord above for blessing all of us in our daily pursuits.

vi

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

TABLE OF CONTENTS
ABSTRACT

iii

ACKNOWLEDGEMENTS

v

LIST OF TABLES

xi

CHAPTER
I.

II.

The Problem
Introduction

1

Theoretical Rationale

7

Purpose of the Study

10

Research Questions

10

Hypotheses

11

Significance of the Study

12

Operational Definitions

14

Limitations of the Study

15

Major Assumptions

16

Review of the Literature
Attrition

18

Certification Routes

23

Working Conditions

28

Job Satisfaction

30

Stress Induced by Student Misbehavior

35

Professional and Peer Support

37

Induction

46

vii

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

III.

IV.

Teacher Self-Efficacy

52

Summary

56

Methodology
Purpose

58

Questions

58

Hypotheses

59

Variables

60

Sample

60

Generalizabiiity

61

Instrumentation

61

Procedures

69

Data Analysis

70

Ethical Considerations

70

Analysis of Results
Return Rate

72

Description of Participants

73

Hypothesis 1

76

Hypothesis 2

78

Hypothesis 3

79

Hypothesis 4

82

Hypothesis 5

83

Hypothesis 6

88

Hypothesis 7

89

viii

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

V.

Hypothesis 8

90

Hypothesis 9

91

Additional Findings

93

Summary, Conclusions, and Recommendations
Purpose

103

Summary of Procedures

103

Summary of the Findings

104

Comparison to Cousin’s Findings

107

Comparison of Findings to the Theoretical Rationale

111

Implications

113

Recommendations

117

A.

Survey Instrument

119

B.

Use of Instrument Approval from Cousin (Davis)

123

C.

Response to Cousin (Davis)

125

D.

Letter to Central Office Employee

127

E.

Permission from School System

129

F.

Letter to Principals

131

G.

Human Subjects Committee Approval

133

H.

Cover Letter to Teachers (First Mailing)

135

I.

Postcard (First Mailing)

137

J.

Second Mailing Letter to Teachers

139

K.

Second Mailing Postcard

141

TOIX

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

L.

Frequency Tables

143

REFERENCES

155

x

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

LIST OF TABLES
1. Table of Specifications for Cousin’s Teacher InductionSurvey

67

2.

68

Table of Specifications for Addition of Teacher Efficacy Items 43-54

3. Distribution of Participants by Sex, Age, Race, Years of Teaching
Experience, and Certification Routes

73

4. Description of Respondents’ Participation in an Induction Program and
Satisfaction Levels with the Induction Program

74

5. Descriptive Statistics for Hypothesis 1

76

6. Descriptive Statistics for Hypothesis 2

78

7. Descriptive Statistics for Hypothesis 3

79

8. Descriptive Statistics for Hypothesis 4

81

9. Pattern Matrix for Survey Items 43-54

84

10. Descriptive Statistics for Hypothesis 5

85

11. Descriptive Statistics for Hypothesis 6

87

12. Descriptive Statistics for Hypothesis 7

88

13. Descriptive Statistics for Hypothesis 8

89

14. Descriptive Statistics for Hypothesis 9

91

15. Pattern Matrix for Survey Items 10-42

92

16. Coefficients for Hypothesis 9

95

17. Tests of Between-Subjects Effects

98

18. Estimated Marginal Means

99

xi

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Chapter 1: The Problem
Introduction
An issue of growing importance in the field of education is the retention of novice
teachers. Current statistics indicate that new teachers are leaving the field at an alarming
rate, providing much cause for concern (Billingsley, 2004; Dove, 2004; Graziano, 2005;
Ingersoll & Smith, 2003; Lewis et al., 1999; Moir & Gless, 2001; Rausch & O’Rourke,
2001). Thus, there is a need to reduce the frustrations and increase the rewards of
teaching for newcomers. The antonym of retention is attrition. Since the current demand
for educators stems partly from growing attrition rates of teachers, especially those within
the first five years of their careers, schools must begin making concerted efforts to
improve forms of assistance offered to novices in hopes of increasing retention (Colley,
2002; Darling-Hammond & Sykes, 2003; National Commission on Teaching and
America’s Future, 2003; Powell, 2004).
The retention of novice teachers matters. For some time now, the teaching
profession has been identified as having the highest attrition rate among recognized
professions in that 50 percent of beginning teachers leave within the first five years of
employment (Brown, 2004; Graziano, 2005; Ingersoll, 2003; Morrey, 1990). This rate of
attrition is one of the most troubling aspects of the continuing teacher shortage. Staff
instability negatively affects school improvement efforts and makes it difficult to create
much needed changes (Useem & Neild, 2005). The challenge of addressing teacher
attrition issues has been compounded by the No Child Left Behind Act (NCLB) signed
into law January 2,2002 by U.S. President George W. Bush. This federal law mandates
that highly qualified teachers be in every public school classroom by the end of the 2005-
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2006 school year (United States Department of Education, 2001). Not only is there a
need to increase the quality of those entrusted to teach our children, but there is also a
need to increase the quantity of teachers. Former Secretary of Education, Richard Riley,
estimated that the United States would need 2.2 million additional new teachers in the
next 10 years {The Boston Globe, July 2, 2000). This equates to about 200,000 teachers
annually. This estimate is based on policy changes that expand programs and reduce
class size, predicted growth in the student population, baby-boomer teachers nearing
retirement age, and teachers leaving the field early on in their careers (Yasin, 1999).
While school districts have initiated numerous recruitment strategies to confront this
issue, most have fallen short in the areas of new teacher hiring and retention (Brown,
2004; Dove, 2004; Hope, 1999; Ingersoll, 1999, 2003; Silberman, 2002). It could be
argued that successful retention begins with recruiting qualified teachers who are likely to
stay in the profession.
In the push to hire more teachers, concerns have surfaced regarding whether or
not states have been filling positions with the most qualified candidates (Billingsley,
2004; Blanton et al., 2002; Hill, 2004; Ingersoll, 2000,1999,1997). Alternative
certification programs have been implemented to recruit nontraditional candidates to the
profession. In 1984, New Jersey enacted legislation that provided for an alternative route
to bring non-education majors to teaching to fill vacancies. Within 10 years, 40 states
had enacted similar legislation to allow for alternative certification routes. Every state
has followed suit with a form of alternative certification of teachers in place (Cousin,
2000; Feistritzer, 1993; Voke, 2002). New learning standards and assessments coupled
with diversity issues have created new demands for teachers in specific certification areas
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(Richin et al., 2003). Personnel administrators, meanwhile, have been struggling to fill
vacant positions with teachers who possess proper credentials (Hill, 2004; Joftus &
Maddox-Dolan, 2002; Miller, Brownell, & Smith, 1999; Simmons, 2002). Testing
requirements have been altered, and in some cases, standards have been lowered in order
to place individuals in classrooms. For example, the state of Alabama dropped the testing
requirement for certification (Cousin, 2000; Feistritzer, 1993). Other states have been
hiring teachers from a reserve pool of former teachers (Clewell et al., 2000; Kirby,
Grissmer, & Hudson, 1991). Ingersoll (1997), a noted researcher in the field of teacher
supply, warned of a decline in the number of higher education students majoring in
education. Of 30,000 students surveyed, only 60 percent of those trained to teach
actually entered the workforce (Darling-Hammond, 1996). Some of the graduates never
intended to teach, citing that they chose education because they thought that it was an
easy major (Merrow, 1999). Due to the decreased number of education major graduates
entering the profession, schools have been forced to make changes in their hiring and
staffing practices. In some cases they hire less-qualified teachers, ask teachers to teach a
Subject or grade level they are not certified to teach, or they overuse substitutes (Cousin,
2000; Ingersoll, 1998; Powell, 2004). It has been obvious that school districts have
needed to recruit more college graduates into the profession. However, attention must
also be directed toward retaining the teachers who do find their way into America’s
classrooms.
Administrators are faced with the dilemma of replacing teachers each year.
Recruitment packages have been enhanced in hopes of attracting the best candidates.
Many of the teachers who have left the field early on in their careers have been among

3
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the most qualified, if quality can be assessed by college rankings, teacher performance
ratings, and scores on national tests (Billingsley, 2004; Cooper, 2000; Davis, 1988; Hill,
2004; Konanc, 1996; Schlecty & Vance, 1981). Since there is a demand for qualified
teachers and the supply is short, school districts need to address the problem of teacher
attrition. Merrow (1999) compares teacher attrition to a serious leak in a swimming pool.
The pool keeps losing water because attention is not being paid to fixing the leak.
“Simply put, we train teachers badly and then treat them badly - and so they leave in
droves” (p. 2). A solution must be found to this problem.
Among the reasons for leaving that teachers have reported are personal and family
reasons, low salaries, large class size, lack of support from parents, classroom discipline
problems, stress and bumout, lack of administrative support, isolation, extra duty/time
demands, few opportunities to grow professionally, unmotivated students, lack of
professional recognition, inadequate preparation to do the job, and retirement
(Billingsley, 2004, 1993; Billups, 2000; Bobbitt et al., 1994; Darling-Hammond, 1996;
Hanushek, Kain, & Rivkin, 2004; Karge, 1993; Marlow, Inman, & Betancourt-Smith,
1997). Research has reported that most teachers, especially during their initial induction
into the profession, leave because they do not feel supported (Ballou & Podursky, 1997;
Billingsley, 2004; Hope, 1999; Huling-Austin, 1989; Ingersoll, 2004, 2001; Kestner,
1994; Lortie, 1975; Metropolitan Educational Research Consortium, 2004).
Consideration must be given to the issue that teachers might have stayed in the
profession if complaints registered by teachers who had left had been addressed. Many
of the reasons for leaving can be reduced and/or eliminated with an effective induction
program (Grant, 2003; Tillman, 2000). Veenman (1984) identified five obstacles that
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may impede successful induction program implementation: (a.) the belief that induction
is not the school district’s responsibility once a teacher has gone through college and
beconie certified; (b.) the focus on teacher testing to predict effective teachers instead of
the use of induction programs aimed at promoting effectiveness; (c.) giving in to political
and fiscal pressures which denounce use of funds for induction programs; (d.) mirroring
other school districts who have answered financial demands by lowering induction
programs on their priority lists; and (e.) fading to have enough manpower to implement
induction programs due to small district size. School divisions have been armed with this
information for over 20 years. Some 30 years ago, Lortie (1975) described novice
teachers as being isolated, separated from others in their “egg crate” classrooms, and
allowed to “sink or swim” (p. 14). The literature has recommended for decades that
induction practices can help novice teachers overcome feelings of isolation and provide
teachers with the support they need to survive their early years in the profession.
The business world has long known that good business means hiring the best
people and keeping them. Professions such as medicine and law gradually add and assess
responsibilities. The education profession, however, expects new teachers to
immediately assume the same responsibilities as veteran teachers (Cousin, 2000; Hope,
1999; Renard, 2003). Beginning teachers are ill equipped to handle such responsibilities
and experience job-related stress. The National Centers for Disease Control and
Prevention has ranked classroom teaching as the fourth most stressful job following law
enforcement, fife fighting, and emergency medical service jobs. Teacher stress is borne
out of the numerous demands placed upon teachers right from the start (Carver, 2004;
Powell, 2004; Wiley, 2000). Sadly, administrators further worsen the situation by
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making it a practice to place new teachers in classrooms with a large amount of students
who are prone to discipline problems and less academically talented (Cousin, 2000;
Danielson, 2002; Darling-Hammond, 1995; Huling-Austin, 1989; Kestner, 1994;
National Commission on Teaching and America’s Future, 2003). Teachers with the least
amount of experience, therefore, are often expected to handle the most challenging
students (Connolly, 2000; Darling-Hammond, 2001; Dove, 2004; Graziano, 2005;
Ingersoll, 1997; Olson, 2000; Paese, 1990; Tice, 1994; Veenman, 1984). A support
system must be in place to reduce the stress level of new teachers so they may rise to the
occasion. The education profession must encourage and adequately prepare new teachers
with the skills, strategies, pedagogy, methodologies, and support needed to remain in the
profession and experience success (Cousin, 2000; Feinman-Nemser, 2003; Strong, 2004;
Wong, 2001).
Keeping teachers in America’s classrooms requires preparing educators for the
many challenges they will face. Research has drawn attention to seven strong indicators
that impact a teacher’s decision to remain in the profession and will be investigated in
this study: (a.) working conditions; (b.) job satisfaction; (c.) satisfaction with the quantity
and quality of administrative and peer support; (d.) self-efficacy; (e.) certification routes;
(f.) stress induced by students’ misbehavior; and (g.) induction programs (Cousin, 2000).
Each of these indicators will be thoroughly discussed in Chapter 2 to further pave the
way to understand stress factors that influence a novice teacher’s level of commitment
and intent to stay in the classroom.

6
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Theoretical Rationale
The theoretical rationale for this study is founded primarily on Frederick
Herzberg’s Motivation-Hygiene Theory (1966). Few formal studies on teacher retention
have outlined reasons why some teachers have stayed in the profession while others have
left. Consideration should be given to the degree which educators are satisfied with their
jobs. In Work and the Nature of Man. Herzberg (1966) gave results outlining his study
on 200 Pittsburgh engineers and accountants. They were asked interview questions to
determine which events experienced at work improved job satisfaction and which events
led to reduction in job satisfaction. Five factors, or satisfiers, stood out as strong
determiners of job satisfaction: (a.) achievement (solutions to problems, successful
completion of jobs, and seeing the results of one’s work); (b.) recognition (most
meaningful when supervisors, peers, and customers related it to some job achievement);
(c.) the work itself (the opportunity to do a creative or challenging job completely from
beginning to end); (d.) responsibility (being responsible for one’s own efforts and those
of others, working without supervision, and being given a new kind of job); and (e.)
advancement (job promotion). The factors that related to the content in which a job was
done included working conditions, or the facilities for doing the work. Company policy
and administration was given as the single most important factor determining
dissatisfaction about a job. Supervision was listed as a factor that led to low job attitudes,
or as a dissatisfier. Unfulfilled expectations of salary increases were also categorized as
dissatisfiers.
Herzberg, Mausner, and Snyderman (1993) pointed out that dissatisfiers, once
alleviated, do not tend to bring about job satisfaction. They serve to produce short-term
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changes in job attitudes, preventing job dissatisfaction. Herzberg referred to satisfiers as
motivators. Job satisfiers are related to what one does and are effective in motivating
individuals to superior effort and performance. The dissatisfiers were called hygiene
factors, or extrinsic factors, since they relate to prevention and the environment. Job
dissatisfiers describe the worker’s relationship to the environment or context in which a
job is done. They have little effect on positive job attitudes. Hygiene factors can lead to
job dissatisfaction because of the need to avoid unpleasantness. A “hygienic”
environment prevents discontent with a job. The effect leads to the absence of
dissatisfaction and is minimal (Herzberg et al., 1993). Eliminating the causes of
dissatisfaction will not result in a state of satisfaction, but a neutral state will occur. The
use of motivators will bring about satisfaction and motivation (Steers & Porter, 1987).
Motivators can bring about positive attitudes. These intrinsic factors are related to the
nature of the job (Scanlan & Keys, 1989).
Herzberg’s theory can be related to the educational environment. Things such as
working conditions, attitudes and policies of administration, salary, climate of the work
group, type of supervision, and fringe benefits can be sources of dissatisfaction (Owens,
1987). Improvement of working conditions and the salary-benefit package as well as the
presence of concerned administrators can lead to the reduction of dissatisfaction.
Reduction in class size and developing a more positive work environment may eliminate
teacher dissatisfaction and create motivational conditions. These efforts will not be
motivating if standing alone. The hygiene factors are prerequisites to motivation. For
example, failure to keep the salary step increases at a level that teachers think is
reasonable can generate enough dissatisfaction to render them unable to respond to

8
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opportunities for professional growth, achievement, or recognition (Godwin, 2001;
Owens, 1987).
Thomas Sergiovanni replicated Herzberg’s work with Chicago teachers in the late
1960’s (Owens, 1987). Herzberg’s theory was supported. Dissatisfiers included
insensitive or inappropriate supervision, poor relationships with colleagues and parents,
irritating administrative policies, and routine duties such as paperwork and taking
attendance. Achievement, recognition, the work itself, responsibility, and the possibility
for growth were important motivators. Luce (1998) stated that interest in work might be
sparked through job enrichment including opportunities to acquire knowledge, perform
more complex tasks, and be creative. It has been said that the nature and characteristics
of the work itself influence internal work motivation (Ellis & Bernhardt, 1992). Further,
teachers are more intrinsically motivated when a high degree of job characteristics such
as receiving clear feedback regarding performance, experiencing employee autonomy,
and enjoying job significance are present. A two-year study on teacher retention and
satisfaction by Boylan (1993) showed that the greatest sources of job satisfaction were
professional and personal relationships. The study reflected motivator factors including
the outcomes of a teacher’s work (achievement), praise from others (recognition),
authority to perform a job (responsibility), and chances to improve abilities and skills
(professional growth). The extent to which such factors are present will presumably
affect the intent of the teacher to remain at the current level of performance and may
affect the decision to stay with the school division (Steers & Porter, 1987). On the other
hand, a frustrated individual may approach the job in a way that brings about the desire to
be less involved, leading to dissatisfaction and decreased level of commitment. Making

9
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teaching a more satisfying career would strengthen the profession by encouraging people
to become teachers and stay in the field (Latham, 1998), Thus, administrators need to
actively reduce stress factors while motivating employees and building commitment
levels through structured induction programs in order to positively influence novice
teachers to stay in the profession.
Statement of the Problem
Purpose of the Study
The purpose of this study is to replicate Sherri Cousin’s (2000) study titled An
Analysis o f Stress Factors and Induction Practices That Influence a Novice Teacher’s
Intention to Stay in the Profession in which she aimed to: a.) analyze the relationship
between those teachers who intend to stay in the profession and those who do not; b.)
identify those variables that influence that decision; and c.) determine if working
conditions, job satisfaction, satisfaction with the quantity and quality of professional and
peer support, teacher self-efficacy, stress induced by student misbehavior, certification
routes, and satisfaction with induction influence commitment levels.
The first six research questions and hypotheses are the same as those used in
Cousin’s study. However, questions 7, 8, and 9 have been altered for this study.
Research Questions
1. What is the relationship between a novice teacher’s intention to stay in the
profession and working conditions?
2. What is the relationship between a novice teacher’s intention to stay in the
profession and job satisfaction?
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3. What is the relationship between a novice teacher’s intention to stay in the
profession and satisfaction with the quantity and quality of administrative
support?
4. What is the relationship between a novice teacher’s intention to stay in the
profession and satisfaction with the quantity and quality of peer support?
5. What is the relationship between a novice teacher’s intention to stay in the
profession and teacher self-efficacy?
6. What is the relationship between a novice teacher’s intention to stay in the
profession and stress caused by students’ misbehavior?
7. What is the difference in a novice teacher’s intention to stay in the profession
based on certification routes (traditional and alternative)?
8. What is the relationship between a novice teacher’s intention to stay in the
profession and satisfaction with the induction program?
9. What is the relationship between overall job satisfaction and participation in
an induction program?
Hypotheses
H i: There is a significant inverse relationship between a novice teacher’s
intention to stay in the profession and stress associated with working conditions.
H 2 ; There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and job satisfaction.

11
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H3: There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and the quantity and quality of professional
(administrative) support.
H4 : There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and satisfaction with the quantity and quality of
peer support.
Hs: There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and new teacher self-efficacy.
H6: There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and stress caused by students’ misbehavior.
Hz: There is a significant positive difference in a novice teacher’s intention to
stay in the profession based on certification routes (traditional and alternative).
Hs: There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and satisfaction with the induction program.
H9:

There is a significant positive relationship between overall job satisfaction

and participation in an induction program.
Significance of the Study
Teacher attrition coupled with teacher shortages is making it more difficult
for school systems to recruit and retain quality teachers. Reducing attrition and
increasing satisfaction with and commitment to teaching is associated with greater
job effort and involvement, making it less likely for employees to leave

12
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(Billingsley, 2004; Gersten et al., 2001; Singh & Billingsley, 1996). Job
satisfaction, created in part by reducing or eliminating stress factors, has a strong
effect on a teacher’s intent to remain in the profession. Commitment, which can
be instilled through structured induction programs, can be directly affected by job
satisfaction. Inadequate research has focused on why teachers have chosen to
stay in the profession. It is of interest to this researcher to further explore
variables that have motivated novice teachers to remain in classrooms.
Cousin’s (2000) study stemmed from an interest in focusing on variables
that had not been routinely correlated with attrition or intention to stay in the
profession in previous studies. Variables such as job satisfaction, age, and
certification routes have only been minimally studied in correlation to attrition or
intention to stay in teaching. Other variables such as working conditions,
administrative and peer support, and self-efficacy have been researched apart
from attrition many times. Cousin’s research provided relevant information about
above-listed variables and their relationship to a teacher’s intention to remain in
the classroom. Her study further added to the education community by identifying
what other factors may impact a new teacher’s commitment level and decision to
stay in the profession or leave. More could be learned by replicating this research
study with a different group of participants under similar conditions. Replication
could increase confidence in the original study’s findings and determine whether
findings of the study can be generalized.

13
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Operational Definitions
Alternative certification - A means of certification whereby a non
education major seeks a teaching certificate and is granted permission to teach
(Cousin, 2000).
Attrition - The movement out of the teaching profession by those trained
as teachers, whether this be a result of quitting, being fired, retiring, or leaving the
field for any other reason (Hatzopoulos, 2003).
Course load - The various teaching/planning assignments an individual
teacher is assigned during a school year (Cousin, 2000).
Induction - A program that starts at the beginning of the school year with
an orientation period to familiarize new teachers with the policies, procedures,
and expectations of the school division. It is a program that provides a systematic
organizational effort to assist beginning teachers to adjust readily and effectively
to new assignments so that they can contribute maximally to the work of the
system.

A mentor takes strong interest in the new teacher and provides

professional help by sharing knowledge, materials, skills, and experience with the
individual (Hatzopoulos, 2003).
Intention to stay in the profession - The belief that an individual possesses
regarding whether or not he/she intends to stay in the chosen profession in the
future. For purposes of this study, intention to stay in the profession will be
determined based on whether the respondent plans to leave the profession as soon
as he/she can; will continue until something better comes along; will continue
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until early retirement; will continue until normal retirement (30 years); or will
continue until he/she may be forced to retire (Cousin, 2000).
G

Job satisfaction - An individual’s attitude surrounding whether or not
he/she is satisfied with a job. Job satisfaction may be impacted by such variables
as school environment, salary, stress, role conflict, role ambiguity, working
conditions, principal leadership, peer relations, autonomy, and security (AbdelHalim, 1981; Bateman & Strasser, 1984; Billingsley & Cross, 1992; Chapman &
Hutchenson, 1982; Cousin, 2000; Dewar & Werbel, 1979; Haynes, 1979; Knoop,
1981; Parasurarnan, 1982; Rizzo et al., 1970). For the purpose of this study,
overall job satisfaction rather than individual variables will be determined.
Novice teacher - A newly certified, beginning teacher who has anywhere
from 0-5 years of experience in total classroom instruction time (Cousin, 2000).
Retention - The keeping of one’s service (Godwin, 2001).
Teacher self-efficacy - The internal belief that the teacher can execute the
necessary actions to successfully achieve a given outcome as a classroom teacher
(Chester & Beaudin, 1996; Cousin, 2000).
Traditional certification - A means of certification whereby an education
major, having passed all state teaching exams and completed all education
coursework and other criteria, seeks a professional certification and it is granted
(Cousin, 2000).
Limitations of the Study
The following limitations apply to the interpretation of the results of this
study.
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1. This study will not seek to obtain data from teachers who had left the
profession.
2. The focus of this study will be aimed expressly at novice teachers’
intentions for the future.
3. This study will be targeted to one specific school district in the state of
Virginia, specifically the city of Chesapeake, which has had in place
for several years a formalized new teacher induction program for firstyear teachers.
4. There are other factors that may affect intent to stay that were not
identified in this study.
5. There is not a widely agreed upon definition for induction, thus
making it difficult to generalize about responses given regarding this
illusive concept.
Major Assumptions
Listed below are the major assumptions underlying this research study.
1. Teachers are central to quality instruction.
2. Teacher attrition is a result of inattention to employing strategies
aimed at teacher retention.
3. Administrators have the primary responsibility to respond to the needs
of a novice teacher.
4. The school system should implement a structured induction program.
5. Proper implementation of and focus on an induction program will
affect a novice teacher’s intent to stay.
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6. The awareness of, and subsequent reduction or elimination of, stress
factors will affect a novice teacher’s job satisfaction and commitment.
7. The responses by teachers to the survey accurately reflect events that
have taken place in their first through fifth years of teaching.
8. Principals possess the skills and competence to respond to a novice
teacher’s needs.
9. The school system has the knowledge base, skills, and competence to
develop and properly implement an effective induction program.
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Chapter 2: Review of Related Literature
This chapter contains a review of literature on the research of teacher attrition and
retention. Pertinent information about factors that could contribute to future teacher
attrition will be explored by examining previous studies. The discussion will focus on
research conducted mainly in the 1980s, 1990s, and more recent years.
The purpose of this chapter is to develop a context that explains the elements of
the study outlined in chapter one. A review of related literature identified variables and
their domains for analysis. Earlier works were designed to describe teacher attrition
whereas studies from the 1980s forward have been seeking to identify causes for teachers
leaving the profession.

Thus, attention will be paid to factors affecting teachers’

intentions to stay.
Attrition
Extensive literature exists on the topic of teacher attrition. Boe, Bobbitt, and
Cook (1996) listed attrition as the largest single factor determining demand for additional
teachers. They defined teacher attrition as a component of teacher turnover, stating that
this includes both teachers exiting the profession and teachers changing fields. In 2003,
according to the National Commission on Teaching and America’s Future (NCTAF), the
attrition rate began exceeding the number of entrants into teaching (NCTAF, 2003),
Recent statistics have indicated that new teachers are exiting the field at an alarming rate
(Ingersoll & Smith, 2003; Moir & Gless, 2001; Rausch & Rourke, 2001; Weiss & Weiss,
1999).
In studies dating as early as 1957, attrition was cited as a primary problem
affecting schools (Cousin, 2000; McQuinn, 1957). Dworkin (1987) reported that there
was a 17% attrition rate among public school teachers in the 1950s.

Studies were
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prompted by a teacher shortage that existed in the 1960s as a result of the post-World
War II baby boom. Tye and O’Brien (2002) spoke of an issue of Life magazine dated
November 16, 1962, that had been spotted in an antique shop. The cover read “How We
Drive Teachers to Quit.” Richard Meryman, the author of the Life magazine article, had
interviewed ex-teachers from across the country and found that paperwork, additional
non-teaching demands, and administrative support were reasons teachers said they had
left the profession. Becker (1969) questioned the reasons why teachers were choosing to
leave the profession in which they had invested so much. The findings from this study
echoed what had been said in the Life magazine article. Research on teacher attrition
continued to be a topic of interest mainly because attrition of new teachers remained
higher than attrition rates of new hires in other professions.
The late 1960s and early 1970s marked a period of teacher surplus. Layoffs
throughout America were caused by a decline in pupil enrollment. As a result, fewer
people entered schools of education (Rebore, 2000). Some concerns were voiced in the
late 1970s as many veteran teachers were exiting the profession, leaving novice teachers
in the classrooms (Counts, 1978). In fact, 57% of the U.S. teaching force had 10 or fewer
years of experience in 1971 (Johnson & Kardos, 2005). However, it seemed that the
issue of retaining veteran teachers was of little interest in the midst of a teacher surplus
(Colbert & Wolff, 1992). During the 1970s and early 1980s, 25% of individuals certified
to teach either never entered the profession or left within a few years. Since then, teacher
attrition has continued to be a problem (Coasman, Hampton, & Herman, 1999).
A number of researchers noted a U-shaped pattern of teacher attrition in the 1980s
(Grissmer & Kirby, 1987; Mumane, Singer, & Willett, 1988; Murnane et al., 1991). This
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indicated that large numbers of teachers left teaching early on and a similarly large
amount left late in their careers. The early 1980s showed a short time in which student
enrollments and teacher attrition declined. By the mid-1980s, the demand for teachers
increased while the supply of qualified teachers decreased (Ingersoll, 1997). Once again,
the issue of teacher shortages resurfaced.

Most shortages were attributed to rising

attrition rates, especially among new teachers (Charles, 1970; Cousin, 2000; HulingAustin, 1986; Mumane, 1981; NCES, 1995; Norton, 1999). A large number of teachers
retired while student populations increased in the late 1980s (Rebore, 2001). K-12
enrollment, as a matter of fact, rose 18% from 1986 to 1999 (NCES, 2001). According to
Huling-Austin (1986), more teachers left within the first nine years of their careers.
Approximately 40-50% left during the first seven years and in excess of two-thirds did so
within the first four years. Fewer teachers left mid-career, but the attrition rate increased
as they approached retirement age (25 years or more of teaching experience).
The 1990s were marked by a shortage of qualified teachers in the areas of science,
mathematics, and the languages (Macdonald, 1999). Teachers hired to replace those who
had exited the profession were usually not as qualified in regard to certification and
teaching experience (Whitener, 1997). Furthermore, the induction of new teachers
tended to disrupt instructional programs until those entering into the profession were
well-adjusted and became fully functioning members of their school communities
(Rollefson, 1993). Knepper (1999) found that education graduates with higher
standardized test scores were more likely to leave teaching. Nearly one-third of those
teachers had come from top colleges (Cousin, 2000; Darling-Hammond & Sclan, 1996;
Ponessa, 1996). Further, women were more inclined to enter and to remain in the
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profession than men. However, only about 60% of trained teachers actually entered the
profession (Curran et al., 2000). Percentage rates associated with teachers leaving vary
from one study to another. Knepper (1999) reported that approximately 20% of teacher
education graduates exited classrooms with five years of entry. Other studies (Ingersoll,
2002; Streisand & Toch, 1998) have stated that nearly 50% of newcomers in urban
districts left by year five. Researchers examined the existing populations of teachers to
determine their intent to leave as a proxy for attrition (Billingsley & Cross, 1992; Gersten
et al., 2001; Singh & Billingsley, 1996; Whitaker, 2000). Clearly, concerns about the
quality of teachers attracted to and retained in the teaching field were appropriate.
Age proved to be one of the key variables as to when attrition occurred
(Huberman, 1993). Age and years of experience have been used interchangeably in the
literature. New teachers left before moving from a survival and discovery stage to career
stabilization due to personal reasons such as marriage or child rearing. Boe, Bobbitt, and
Cook (1996) found that marital status was strongly correlated with teacher attrition. In
their study, 90% of the unmarried teachers remained in the teaching profession, but a
little less than 46% of the married teachers were still teaching. Streisand and Toch
(1998) predicted that about 700,000 teachers would be retiring between 1996 and 2006,
accounting for about 28% of the hiring needs. This would be a time period in which
large numbers of teachers would be approaching retirement age and America’s K-12
school enrollment would continue increasing. Older teachers that have retired from
teaching have left the field early for some of the same reasons younger teachers have
(Braughton, 2000). Such factors will be further explored later in this chapter.
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Researchers drew attention to monetary considerations while investigating the
attrition rate of teachers. In other words, the question as to whether or not teachers were
being paid enough to stay in the profession was given more thought. The Fair Teacher
Pay Association (FTPA) stated that there were four financial reasons why the pay was
inadequate: (1) beginning teacher salaries were low; (2) master teacher salaries were
low; (3) teacher salary structures, mainly years of service pay schedules, were
unattractive and kept many people from even considering a teaching career; and (4)
teacher benefits were noticeably less than those in private industry (FTPA, 2000).
Inadequate salary has been a reason given for teachers leaving the field (Connolly, 2000;
Darling-Hammond, 2001; Olson, 2000; Pearlman & Gittomer, 2000; Scherer, 2001).
Since teachers’ salaries fell far below those of other professions, the National Education
Association (NEA) indicated that competitive salaries needed to be offered to attract
high-quality teachers (NEA, 2001). However, individuals noticed that pay scales for
educators with master’s degrees ages 44 to 50 lagged far behind their peers in other fields
by more than $30,000 (Billups, 2000). Specialized fields such as mathematics, science,
and languages experienced teacher shortages primarily because these professionals could
earn double their salaries in other disciplines like the computer field (Salinas & Haschke,
1999; Southworth, 2000). The fact that school districts offered health insurance policies,
but often did not pay for the benefits, made teaching as a career choice less inviting
(Tinsley, 1999). Thus, salary increases without attractive benefit packages did not
combat teacher attrition.
Teachers were also forced to teach classes outside their certification areas to fill
voids in the specialized field classrooms. Attrition rates during the 1990s were between
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15% and 20% (NEA, 2000). Attempts made to fill vacant teaching positions offset
school efforts to provide high-quality instruction for the growing student population.
Attrition disrupted program planning and continuity as well as hindered student learning.
Ingersoll (1997) addressed the harm districts have done when striving to acquire new
staff members by hiring less-qualified teachers. He pointed out that if school systems
wanted to raise academic standards, schools would need to begin focusing on keeping the
qualified teachers that did make their way into the profession. In other Words, the
attrition rate needs to be reduced and attention should be paid to determine what variables
influence teachers’ decisions to stay or leave.
Certification Routes
The routes to enter the profession that teachers have traveled should be considered
by researchers. Licensure and certification are terms that have been used to refer to a
state’s formal approval of teaching candidates for professional practice. The two terms
have been used interchangeably in the literature. Awarding teacher certification or
licensure has been the state’s way of establishing an acceptable, minimum level of
teacher competence and verifying that it has been met. Typically, a passing score on a
licensure test has been one of the state’s requirements for initial certification (Kaplan &
Owings, 2002).
According to Levinson (2001), every state has the requirement that a certificate or
a license must be Obtained by public school teachers. Furthermore, teachers in all but six
states must have passed one or more written, standardized tests that measure basic
literacy and math skills, knowledge of teaching methodology, and specialty subject
content knowledge. The six states that have been using other means to assess teacher
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competence and skills levels are Idaho, Iowa, South Dakota, Utah, Washington, and
Wyoming. All states have set passing score levels and usually permit those who fail to
retake tests until pass rates are reached. The No Child Left Behind Act of 2001 (MCLB)
legislation has required all states to hire fully certified core academic teachers since the
fall of 2002. In addition, all core academic teachers hired prior to fall 2002 must be fully
endorsed by the end of the 2005-2006 school year. Failure to do so would violate the
legislation.
Research evidence has suggested that the more training teachers receive, the more
likely they are to stay (Darling-Hammond, 2003). Traditional routes to teaching have
taken four or five years of teacher education coursework in college. A longitudinal study
of 11 traditional certification programs found that teachers graduating from five-year
education programs have entered and remained in teaching at much higher rates than do
graduates of four-year education programs from the same institutions. Redesigned
programs have provided intensive pedagogical training and long-term student teaching in
addition to a major in a disciplinary field within a four-year timeframe, usually (Andrew
& Schwab, 1995). Darling-Hammond (2000) found that traditionally certified teachers,
whether they have graduated from four-year or five-year degree programs, have entered
and stayed in classrooms at higher rates than alternatively certified teachers. They have
also reported higher levels of satisfaction with their preparation. Traditionally certified
education graduates have felt significantly better prepared, felt more efficacious, and
planned to stay in the profession longer than alternatively certified teachers (DarlingHammond, Chung, & Frelow, 2002; NCTAF, 2003). Preparing teachers in more
intensive five-year programs would cost states, colleges/universities, and school districts
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less, if said teachers are retained, than it would to better prepare the larger number of
teachers who were ill prepared for their classrooms due to participation in short-term
certification programs. Teachers from the traditional route who have received feedback
regarding their teaching during practice teaching have exited the profession at half the
rate as those who had not (Ballou & Podgursky, 1997; NCTAF, 2003). Thus, teachers
who have felt well prepared would be more likely to stay.
Earning a traditional teaching license has become less commonplace. States have
employed alternative certification as a means to speed the process of getting new teachers
in their schools (Feistritzer, 2001). Teachers have been following multiple routes to the
classroom. The alternative certification program spectrum ranges from entrants who
have had as little as six weeks of training to others who have participated in lengthy
university-based training programs. Such programs offer yearlong internships in
professional development schools. Many new teachers have been career switchers rather
than young fresh out of college graduates (Johnson & The Project on the Next Generation
of Teachers, 2004). It has been noted that teachers entering mid-career bring with them
expectations about the new workplace based on their experiences from other settings that
are not met. These teachers and their younger counterparts have been surprised by how
little time they actually get to learn from colleagues in collaborative settings and by how
isolated they feel as a result (Johnson & Kardos, 2005).
The typical age of first-year teachers from alternative certification routes has
ranged from 30 to 50. These adults have transferred in from other professions and
require skillful and systematic support as well as structured preparation for teaching in
the classroom (Podsen, 2002). As mentioned previously, training program durations have
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not been the same in all alternative routes. These certification programs have bypassed
traditional certification timeframes, courses, and learning experiences for people who
have had careers or degrees in subjects other than education (Basinger, 2000; Morrow &
Morrow, 2003). Two-thirds of the colleges and universities preparing teachers now have
at least one graduate program for mid-career professionals (Berry, 2001). Because there
have been no specifications for what these teacher candidates should know, alternative
certification programs have different expectations for “classroom readiness.”
Researchers have indicated that high-quality alternative teacher preparation
programs should operate under the premise that their new teachers will meet all of the
state’s teacher quality standards and gain full certification. Professional learning
experiences lasting for enough time, generally nine to fifteen months, should be occurring
prior to entering classrooms alone. Intensive student teaching/internship field
experiences should take place under direct daily supervision of expert teachers (Berry,
2001; Darling-Hammond, 2001; Tell, 2001). Alternatively certified teachers from short
term programs have experienced more difficulty organizing and sequencing lessons,
managing classrooms, responding to students’ learning needs, developing curriculum,
encouraging higher-level thinking, and utilizing varied teaching methodologies (Berry,
2001; Feiman-Nemser & Parker, 1990). Significant differences in teacher effectiveness
have not existed when teachers have majors in the content taught and completed long
term alternative certification programs (Goldhaber & Brewer, 1999). These findings
have given cause for concern in regard to how student learning is affected by teacher
certification routes.
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Some have argued that brief certification programs produce a less stable, lower
quality teaching force. An analysis conducted by Berry (2001) indicated that 60% of
teachers from short-term certification programs had left by the end of their third year,
whereas 30% from traditional four-year programs had exited. The percentages dropped
to only 10% to 15% for teachers that had participated in five-year teacher preparation
programs. Ballou and Podgursky (1997) stated that teachers that have been prepared in
four- and five-year programs have a different commitment to teaching than have teachers
from short-term alternative programs. Traditionally trained teachers, they argue,
deliberately seek and prepare for teaching. Alternatively trained teachers sometimes try
it out before making a final decision.
Certain alternative certification programs have been mentioned in the literature.
Two of the most commonly cited programs include Troops to Teachers (TTT) and Teach
for America (TFA). Both of these programs have drawn people to teaching careers by
assisting them through the education and credential process (McCreight, 2000; Powell,
2004; Weigand, 2003). In Troops to Teachers, retiring military personnel have been
targeted and aided in securing alternative certification. Teach for America has been
labeled as a Peace Corps-type program in which college graduates without education
degrees have been filling positions in inner-city and rural schools (Hill, 2004; Ingersoll,
2002). Old Dominion University in Norfolk, Virginia, has a Military Career Transition
Program (MCTP) affiliated with TTT that has been in effect since 1989. This 18-month
program has yielded a 90% retention rate since its inception (Basinger, 2000). TFA, on
the other hand, has retained 60% of its teachers since 1990. Critics have argued that a
two-year commitment requirement has not allowed enough time for meaningful changes
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to be made in already challenged schools and that brevity of training accompanied by no
formal student teaching has affected the teachers’ desires to leave (Tell, 2001). The
bottom line has appeared to be that alternative programs must insist on strong content
knowledge, rigorous coursework focusing on pedagogy, and supervised field experiences
to bring more qualified teachers to America’s classrooms.
Working Conditions
Though retirement has been identified as the most frequent reason given by
teachers for leaving, approximately 75% of the cause for attrition has been attributed to
other reasons (Ingersoll, 2002; NCES, 2000; NCTAF, 2003). Some of the job-related
factors affecting attrition include working conditions such as:
•

amount of paperwork,

» availability of materials and equipment,
•

coarse loads and teaching preparations;

•

time to collaborate with other teachers,

•

class and school size,

•

school discipline efforts,

•

support systems,

•

non-teaching activities,

•

quality of furniture and supplies,

•

freedom from disruptions,

•

school location,

•

staff development targeted to personal and school goals, and
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•

school type (Abrahmson, 1996; Charlotte Advocates for Education, 2004;
Frantz, 1994; Hanushek et al., 2004; Ingersoll* 2002; Selke, 1992; Shen,
1997).

Ma and Macmillan (1999) found that principals who support teachers by reducing
frustrations such as paperwork and time constraints contribute to feelings of job
satisfaction. Whitener (1997) found that no single predictor variable showed the
potential to reduce teacher attrition dramatically. Those results suggested that a
combination of variables relevant to working conditions would create guidelines for
improving teacher retention. The creation of good workplace conditions has been said to
require consistent attention and effort (Meek, 1998).
Studies have indicated that teachers are more likely to leave smaller schools and
urban schools (Hanushek et al., 2004; Ingersoll, 1995). Under-funded urban and rural
schools have been experiencing shortages (Curran et al., 2000). Howard (2003) found
that teacher attrition in urban schools has been high when teachers have been poorly
qualified in experience or training and uneducated on ways to cope with the unique needs
of their students. Interestingly enough, Ingersoll (1999) found that smaller schools
(schools with less than 300 students) had more teachers working outside their field than
larger schools (schools with over 600 students). High pupil-staff ratio has corresponded
to high teacher attrition (Theobald, 1990). Class size has been a common complaint of
teachers and has been linked with job satisfaction (Brunetti, 2001). Data from different
studies has shown that teachers face fewer discipline problems when class size is smaller
(Brunetti, 2001; Mayer et al., 2000).
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High-poverty urban districts hired more non-certified teachers and long-term
substitutes (Chaddock, 1998). Salary increases of 25% to 43% have been suggested to
entice exiting Texas public school teachers to consider remaining in high-needs urban
schools (Hanushek et al., 2004). Hanushek, Kain, and Rivkin (2004) found that increased
attrition from high-poverty schools has been occurring. They also noted that a cost
effective way to increase teacher retention would be to improve working conditions,
especially in the areas of administrative leadership, discipline, and safety. Teachers at
schools with 70% or more students eligible for free or reduced lunch reported less than
adequate building conditions (Lewis et al., 2000). Sadly, some novices have been forced
to begin teaching in rooms that have been stripped of all the best supplies and furniture
(Brock & Grady, 1997). Issues like this have led to frustrations that could have been
prevented. Work environment issues have been found to be important in shaping job
satisfaction (Currivan, 2000; Lambert et al., 2001). The previously mentioned working
conditions will be addressed in other sections of this chapter.
Job Satisfaction
Mobley (1982) stated that job satisfaction has been related to attrition, whatever
the profession. A Canadian study on the influences of workplace conditions on job
satisfaction revealed that the longer teachers stay in the profession, the less satisfied they
become (Ma & Macmillan, 1999). Findings suggested that relationships with
administration promote satisfaction with teaching and help teachers settle more quickly in
to all aspects of life at school. The more favorable the conditions, the higher the
satisfaction levels are and the likelihood of teacher retention is even greater (NCES,
1997; Woods & Weasmer, 2002). Responses to the 1994-1995 Schools an4 Staffing
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Survey (SASS) indicate that teachers have been most concerned with administrative
support, student discipline, and student motivation to learn (U.S. Department of
Education, 1995). Hall, Pearson, and Delos (1992) found that teachers who plan to leave
the profession exhibit a pattern of negative attitudes associated with overall
dissatisfaction with administration and teaching. In another study conducted that year,
females had a greater degree of overall job satisfaction than did male teachers (Ellis &
Bernhardt, 1992). Numerous studies have offered an array of reasons for job
dissatisfaction related to teacher attrition. These include:
• paperwork load,
• lack of resources,
• teaching out of field,
• lack of planning time,
• boredom,
• student motivation,
• student behavior,
• hours,
• parents,
•

distance from home, and

• child care (Certo & Fox, 2002; Darling-Hammond & Cobb, 1996; Mumane et
al., 1991; NCTAF, 2003; Ruhland, 2001; Seyfarth, 1991; Shields et al., 1999).
In other words, research has shown that a number of different elements contribute
to job satisfaction or dissatisfaction.
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Career satisfaction has been identified as the main influence on decisions to
remain in or leave teaching (Crawford, 2000; Whiteford, 1990). Shann (1998) found that
teachers were more pleased with their jobs when working with high achieving students.
Teachers of gifted and talented students were more satisfied than teachers of disabled
students in another study (Lobosco & Newman, 1992). Research has shown that teachers
of less successful students are less satisfied. Teachers of students with behavior and
emotional issues rank their level of satisfaction as low (Stempien & Loeb, 2000).
Dissatisfaction has been linked to student discipline, poor motivation, and lack of effort
(Powell, 2004). Other reasons reported for dissatisfaction include:
« poor salary,
•

poor administrative support,

•

lack of faculty influence,

•

unsafe environment,

•

inadequate time,

•

large class size,

•

intrusions on teaching,

•

lack of community support, and

•

no opportunity for advancement (Ingersoll, 2002; Powell, 2004).

A nationwide study of 40,000 teachers’ surveys from 1993-1994 raised concerns when
respondents indicated that over 60% of the teachers were dissatisfied with their jobs
(Perie & Baker, 1997). In fact, 34% of the teachers surveyed said they would not choose
a career in teaching again. Ingersoll’s studies have found job dissatisfaction to be a major
component of educators choosing to leave teaching Ingersoll, 2002, 2001, 1997).
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An important influence on job satisfaction and teacher retention has been the
salary of teachers. Teachers with lower salaries have left at higher rates than those with
larger salaries according to previous studies (Darling-Hammond & Cobb, 1996; Ingersoll,
2001; NCTAF, 2003; Seyfarth, 1991). Connolly (2000) stated that some studies over a
25-year time span have indicated that two-thirds of teachers have left due to poor salary.
Ingersoll (2001) found that low pay has been listed as a major dissatisfier. Sadly,
beginning teachers’ salaries have been lower than salaries of people starting careers in
fields like liberal arts, business administration, sales/marketing, engineering, accounting,
and computer science (California Department of Education, 2002). Even though research
has shown that higher salaries are needed to attract teachers, salaries have actually
declined 1% after adjustments for inflation are made (Ballou & Podgursky, 1997; Snyder
& Hoffman, 2002). Salary rates have enticed teachers to choose one district over another
(Odden & Kelley, 2002; Shields et al., 1999). Salary increases have been linked to
teacher retention (Hanushek et al., 2004; Metropolitan Educational Research Consortium,
2004). Raising salaries attracts new teachers. Attention has to be paid to other factors
that have contributed to attrition in the past since there has been inconsistency regarding
the relationship of job satisfaction and commitment to remain in the profession.
In a 1998 study, commitment and satisfaction among urban middle school
teachers was examined (Shann, 1998). She found that these teachers viewed their
relationships with students as most important in contributing to their job satisfaction.
They also wanted more of a voice in decisions about matters affecting their daily lives.
This, in turn, related the teacher-administrator relationship to job satisfaction. Initial
commitment to teaching has been found to be the greatest individual predictor of
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retention in teaching (Chapman, 1984). Administrators are crucial to getting and keeping
committed to their work. Some teachers who have been uncommitted to their work chose
to leave the profession (Billingsley & Cross, 1992; Chapman, 1994; Rosenholtz &
Simpson, 1990). Thus, commitment and satisfaction have been linked to one another and
affected attrition rates. Questions regarding which came first, satisfaction or
commitment, have surfaced among researchers. Some have argued that satisfaction leads
to commitment (Mathieu, 1988; Stumpf & Hartman, 1984; Weiner & Gechman, 1977 as
cited in Cousin, 2000). Others have disputed that commitment leads to satisfaction or
dissatisfaction (Chapman, 1984; Shann, 1998; Rosenholtz & Simpson, 1990). Although
there has been uncertainty surrounding the relationship of job satisfaction and
commitment, it has remained clear that job satisfaction ultimately affects teachers’
decisions to stay in or leave the profession (Ingersoll, 2001; Mumane et al., 1991;
NCTAF, 2003; Yee, 1990).
Yee (1990) stated that if schools could make a connection to teachers’ needs, self
esteem, and job satisfaction, then they will be more likely to remain in classrooms. When
favorable conditions exist, commitment increases and attrition is reduced (Friedman,
1991; Kushman, 1992). The opposite of these conditions has led to increased stress as
well as decreased satisfaction, commitment, and attrition (Gersten et al., 2001). Research
has shown that teachers who have not made that connection to their schools are tempted
to leave for other careers (Ballou & Podgursky, 1997; Darling-Hammond & Cobb, 1996;
Senge et al., 2000). Teachers leave when conditions are right to use their skills and
experience elsewhere, according to Thompson (1995). Feelings of isolation and lack of
support have been tied to teacher dissatisfaction and attrition (Featherstone, 1993;
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Ingersoll, 2002; Moskowitz & Stephens, 1997). Despite the findings, new teachers have
continued to not receive the guidance or support they needed (Ingersoll, 2001; Kauffman
et al., 2002; Liu et al., 2000; Peske et al., 2002; Shields et al., 2001). Strategies directed
towards working conditions have been said to be less expensive than the costs related to
teacher dissatisfaction, replacement, and retraining (Rodgers-Jenkinson & Chapman,
1990). It is clear that school systems would be wise to concentrate on keeping new
teachers’ stress levels to a minimum and maximize chances to increase job satisfaction.
Stress Induced by Student Misbehavior
Spaniol and Caputo (1979) stated that when stress of the job is more than teachers
can cope with the job would likely bum them out. Teaching has been identified as the
fourth most stressful job by the National Centers for Disease Control. Stress induced by
factors such as student misbehavior and discipline has led to teachers leaving to pursue
other occupations (Carver, 2004; Cook & Lettingwell, 1982; Darling-Hammond, 2001;
Millinger, 2004). Stressful conditions on the job that have been perceived to be out of the
teachers’ control have led to burnout (Chemiss, 1985; Dworkin, 2001). Disruptive
students have been strongly associated with stress leading to burnout (Burke et al., 1996;
Friedman, 1995; Maddox, 1997). Teachers have felt that discipline problems have
impaired their teaching efforts and that administrators could do more to help them
(Cunningham, 1983; Farber & Miller, 1981; Greenglass et al., 1994). In one study, 67%
of teachers surveyed described their jobs as extremely stressful (Wilson, 2000). Studies
have suggested that teachers have long experienced disproportionately high levels of
stress (Borg & Riding, 1991; Coates & Thoresen, 1976; Kyriacou & Sutcliffe, 1979).
Teachers would like to spend more time actively teaching and less time dealing with
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discipline and stressful classroom behavior issues. It has been suggested that effective
stress management may reduce burnout and attrition of teachers (Tye & O’Brien, 2002).
Novice teachers have struggled with developing and strengthening classroom
management skills and have been more susceptible to becoming victims of student
violence (Flaherty, 2001). Lack of preparation for aspects of their new job like classroom
management has caused stress for beginning teachers (Bemhausen & Cunningham, 2001;
Nichols & Sosnowsky, 2002). Reviews of national data have found that public school
teachers Ust student discipline as a prime cause for attrition of 25.6% of high poverty
schoolteachers and 16.3% of low poverty schoolteachers (NCTAF, 2003). 57% of the
public schools reported criminal incidents including fights, theft, and vandalism to the
police. 10% of the incidents reported were serious violent crimes (Snyder & Hoffman,
2002). Schools with higher rates of student violence have often been large in size,
overcrowded, poor resources, as well as transient students and leaders (Flaherty, 2001).
Beginning teachers have been disproportionately assigned to at-risk schools (Danielson,
2002; Esch & Shields, 2002). Thus, working conditions and administrative support of
beginning teachers deserve thoughtful consideration,
Researchers of teacher attrition have found student discipline problems as a key
factor in job dissatisfaction (Ingersoll, 2002; NCTAF, 2003). Expectations for teachers,
not administrators, to increase their time and attention providing discipline has led to
dissatisfaction with the career. Lack of support and student misbehavior has been tied to
dissatisfaction and attrition (Certo & Fox, 2002; Connolly, 2000; NCTAF, 2003;
Ruhland, 2001; Shields et al., 1999). Reduced stress has led to increased retention
(Brown & Ralph, 1998).

Hanushek, Kain, and Rivkin (2004) have suggested a cost-
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effective solution to teacher retention. They have said that working conditions including
discipline, safety, and leadership must be improved. Principals have been identified as
needing to hold discipline forums throughout the school year to discuss policies and
strategies as well as remind beginners that discipline is difficult for all teachers (Walsdorf
& Lynn, 2002). Principals must provide on-going support throughout the school year.
After all, high levels of administrative support have been associated with teacher
satisfaction and retention (Ingersoll & Smith, 2003; Perie et al., 1997). Collegiality has
also been proven effective in reducing stress. Teacher-peer support that allows for
healthy communication has reduced stress levels of beginning teachers (Bryne, 1998).
Since poor relationships with colleagues and principals have been acknowledged as
sources of stress, the social support of novices should obviously receive attention. A lot
of the issues mentioned in the past sections could have been addressed by administrators
or fellow teachers and make the case for a closer look at the existing literature on
principal and peer support.
Professional and Peer Support
Teachers have cited dissatisfaction with the principal as the main reason for
exiting the field as early as 1957 (Silverman, 1957). They have continued to report the
lack of support as a factor that increased their desire to leave the profession (Bobek,
2002; Chapman, 1994; Macdonald, 1999; NCES, 1997). In their study of the California
Beginning Teachers Support Program, Hendrick and Childress (2002) found that salary
ranked first, with inadequate administrative support as a close second, as the reason
teachers were leaving. Teachers indicated the need for support from administrators,
mainly building level principals, and their peers. Teachers working in schools with
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supportive principals have felt empowered, valued, safe, and satisfied enough to stay in
their positions (Maddox, 1997). They shared the belief that administrators set a positive
climate by supporting teachers. This entails behaviors such as recognizing teacher
achievements, showing that they cared, being fair, assisting in times of crises, offering
encouragement, and being approachable (Winter & Sweeney, 1994). Administrative
support has been positively correlated with job satisfaction. The longer teachers feel
supported and work in what they perceive to be unfavorable conditions, the less satisfied
they become with their jobs (Ma & Macmillan, 1999). Factors affecting job satisfaction
are often in the control of principals (Shann, 1998). Some of these include: assigning a
lighter teachers load to allow them time to adjust, nurturing collaboration with mentor
teachers, and disseminating information when teachers actually need the information
(U.S. Department of Education, 1997). Hope (1999).stated that teachers would find
support from others in the building if principals do not provide support. Thus,
administrators run the risk of new teachers falling prey to negative factions within the
school.
Administrative tasks have been viewed as burdensome and have raised
dissatisfaction levels for novice teachers in times of curriculum change, increased
accountability levels, heightened surveillance measures* and conflicts in roles (Charlotte
Advocates for Education, 2004; Kushman, 1992; Macdonald, 1995; Neave, 1992;
Wagner, 1993). Building level principals have always exerted influence over day-to-day
issues that affect the lives of new teachers. Issues such as lesson planning, classroom
management, isolation, and alienation have caused frustrations for several teachers (Gritz
& Theobold, 1996; Huberman, 1989; Macdonald, 1999; Willett & Singer, 1991).
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Administrators who were sensitive to these issues provided much-needed support through
their own actions of by selecting other teachers to be of assistance. Conversely, poor
school leadership led to frustration and stress in beginning teachers. Student discipline
and school violence, classrooms and buildings in disrepair, as well as overcrowding and
high teacher to student ratios were factors that caused stress for beginning teachers and
could have been alleviated to some degree (Chapman, 1994; Delors, 1996; GottelmannDuret & Hogan, 1996; Johnson & Birkland, 2003; Mercer & Evans, 1991). The list of
school-related variables that administrators and fellow teachers have some effect over has
been and continues to be far-reaching.
In 1995, the National Center for Education Statistics (NCES) found that first year
teachers are 2.5 times more likely to leave the profession than their more experienced
colleagues (NCES, 1995). This sent home the message, once again, that attention must
be paid to novices in the teaching field. Most new teachers are hesitant to admit when
they need help and principals unwittingly let them drown in the “sink or swim” period
characterized by the need for improved support (Lortie, 1975). Johnson and Montemayor
(1991) indicated that 92% of new teachers simply would not ask for help. New teachers
in disadvantaged districts are more likely to leave (Natt, 1999). In 1996, the NCTAF
reported that less support and fewer resources have been devoted to teaching in the
United States, as opposed to Europe and Asia (NCTAF, 1996). Even though we have
known where to focus our efforts, educators have continued to exit. A low emphasis on
professional development has resulted in insufficient training and support for teachers,
according to a report on teachers for the National Governors’ Association (Curran et al.,
2000). Receiving little or no support and being given the most difficult teaching
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assignments seems to be the most common reasons given for new teachers leaving (Boe
et al., 1996; Danielson, 2002; Henry, 1986). In order to retain novice teachers, principals
have been cautioned to introduce them to the profession in a humane manner, provide
support through the challenges of the beginning years, and offer ample time for staff
development that is needed to help them become successful (Boe et al., 1996; Lashway,
1999). All of these issues are directly controlled by and could be greatly improved by
administrators.
Several strategies were recommended by Hope (1999) and the Charlotte
Advocates for Education (2004) for principals to employ when dealing with new
teachers. The principal behaviors that have led to better teacher retention include:
•

frequent visits to classrooms accompanied with constructive feedback
regarding their teaching to diminish teacher isolation and create a sense of
family;

•

thoughtful teaching assignments (meaning not assigning new teachers to teach
the most challenging students) to maximize the potential for success;

•

removing barriers like behavior problems, parents, and district office requests
to clear the way for success in the classrooms;

•

seeking out first-year teachers to initiate conversations with them and
maintaining an open door policy to remain accessible;

•

facilitating mentoring and collegial relationships through protected planning
time to enable teachers to communicate more frequently with experienced
personnel about issues like lesson planning and classroom management;
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•

professional development opportunities in house and off site to allow teachers
to acquire new skills and fine-tune practices;

•

explainihg the assessment criteria and the formal and informal evaluation
process; and

•

publicly recognizing teachers’ good work to support their teaching practices.

Discussions on ways to deal with individual student differences, the assessment of
student work, and parent-teacher relationships should also take place (Stansbury &
Zimmerman, 2000). Training principals to support new teachers appropriately has been a
topic of conversation among researchers. Trained administrators are expected to choose
and train mentors for first-year teachers as well as view induction as a multi-year process
that would strive to meet needs Of teachers throughout various stages of their careers
(Fideler & Haskelkom, 1999).
New teachers’ commitment to the profession can be affirmed through strong
relationships with veteran teachers and administrators. However, Woods and Weasmer
(2002) have stated that the challenging first year of teaching is often characterized by a
lack of administrative support, collegiality, and input in decision-making. Positive,
collegial relationships led to job commitment and job satisfaction in one New York study
(Baughman, 1996). Supportive principal behavior was also a contributor to job
satisfaction for those teachers. It has been suggested that administrators can act on issues
that have been known to diminish teacher satisfaction by involving them in decision
making (Ingersoll, 2002; Shann, 1998; Vroom, 1984; Woods & Weasmer, 2002). The
literature on participatory decision-making has made correlations between job
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satisfaction and decision-making (Cedoline, 1982; Mohrman et al., 1978; Quinn & TroyQuinn, 2000). Generalizations made have included:
•

Teacher participation in decision-making contributes to reduced attrition,
higher productivity, and fewer grievances;

•

Teachers are not interested in participation in every decision. They should
help make decisions when they have the expertise to make wise decisions and
when they have a high personal stake in the outcomes;

•

Teachers report enhanced job satisfaction when given the opportunity to share
in policy making; and

•

Teachers praise administrators who engage them in decision-making.

A correlation has also been made between job commitment and involvement in the
decision-making process (Billingsley, 1993). Teachers feeling a sense of control over
their environment were more likely to remain in their jobs (Maddox, 1997). In essence, a
lack of administrative support has been connected to attrition while a presence of
administrative support has been related to teacher attrition.
The focus on retention has made administrators aware of the need to support and
train new teachers at the school site. The literature has connected quality mentoring with
retention of new teachers. Shen (1997) and Darling-Hammond (2000) found through
statistical studies of teacher retention that teachers with mentors are less likely to leave
their jobs. Darling-Hammond (2003) found that well-designed mentor programs have the
ability to produce the desired effects in teacher effectiveness and retention. Mentoring
has been defined by some as a collegial, supportive relationship in which new teachers
and mentors meet regularly to inquire, instruct, and reflect on all aspects of the craft of
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teaching (Anderson, 2001). Since teachers who have the support of mentoring programs
are more likely to stay in the profession, they can move from initial concerns like
classroom management to bigger issues such as student learning (Gold, 1996; Olson,
2000; Shen, 1997). One researcher said, “New teachers want and need a tutor who will
teach them how to teach and show them what to do” (Wong, 2001, p. 46). Effective
mentoring has helped educators improve their teaching quality and remain in the system.
Numerous districts reduced attrition rates of teachers by more then 25% when expert
mentors who had been permitted release time coached beginners in the first year of
teaching (Darling-Hammond, 1997). Veteran teachers have been noted as providing
moral support and practical suggestions to enable novices to successfully adjust to their
new profession. “Mentoring” and “induction” have been used interchangeably in much
of the literature. For purposes of this review, mentoring will refer to specific behaviors in
the induction process, whereas induction will refer to the process of systematically
training and supporting new teachers starting with day one and continuing through the
first couple of years of teaching (Wong, 2001).
Spending most of the day with students with little or no time in which to
collaborate with other adults causes novices to feel isolated (Danielson, 2002). As
previously stated, new teachers need time and support to develop and refine their
teaching skills. Johnson et al. (2001) found that teachers who were given no guidance
about what to teach or how to teach it struggled in isolation to create lesson plans, acquire
supplies, and develop materials while feeling they had no long-range plan to meet the
educational needs of their students. Darling-Hammond (1996) referred to these poor
practices as hazing and stated that, “Schools eat their young” (p. 10). In the Johnson et al.
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(2001) study, most new teachers were assigned a mentor but complained that these
mentors offered little support to foster improvement in teaching skills. To top it off,
mentors often taught different subjects and sometimes taught in different school
buildings. Visits to the novices’ classrooms by mentors and administrators were rare
occurrences, though they longed for feedback and ongoing support. Despite having an
eagerness to gain access to the wisdom of veteran teachers, neither the structure nor the
cultures of these schools were equipped to meet the novice teachers’ needs.
Wong (2001) reminded us that beginning teachers should meet with mentors
regularly and frequently. Ideally, the new teachers’ classrooms should be near the
mentors’ rooms. The sharing of information and providing of support have been proven
to help novices solve and prevent problems. Through these meetings, the how to’s of
first year teaching are discussed. Issues like how to manage a classroom, how to grade
student work effectively, how to conference with parents, how to set up a grade book,
how to complete required paperwork, and other concerns are worked on cooperatively.
Bobek (2002) pointed out that the relationships with people who understand what new
teachers do and will offer advice as well as support when it is needed strongly support
them. Refining teaching skills, as we know, is complex work. If time is not provided for
joint planning, then collaboration that could lead to the development of effective
instructional strategies will most likely not take place. This is worthy of consideration in
times of prescribed changes and rigorous curriculum standards (Brown & Ralph, 1998;
Charlotte Advocates for Education, 2004).
Social support has been identified as an effective means of preventing the effects
of bumout (Cedoline, 1982; Greenglass et al., 1994). Conversely, lack of support has
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been said to cause burnout (Burke et al., 1996; Mazur & Lynch, 1989) and attrition
(Connolly, 2000; Darling-Hammond, 2001; Olson, 2000; Scherer, 2001). Teachers with
perceived greater support from principals and peers have been found to experience a
lower level of emotional exhaustion (Sarros & Sarros, 1992). Basically, mentors and
administrators need to have frequent contacts with beginning teachers in order to aid in
their professional growth (Bloom & Davis, 2000). Efforts to simplify their work, provide
guidance with difficult students, provide instructional support and materials, recommend
time savers, and help them to improve their performance should be made (Cunningham,
1983). After all, the emotional support teachers receive from mentoring has been found
to be a positive factor in retention (Feiman-Nemser, 2003; Hargreaves & Fullan, 2000;
Littrell & Billingsley, 1994; Odell & Ferrarro, 1992). Lack of or inadequate support
from colleagues has been given as a reason for teachers leaving (Darling-Hammond,
2001; Marlow et al., 1997). Bloom and Davis (2000) have reminded principals to
remember their own first years of teaching in order to feel empathy. Thus, professional
and peer support is something very much worth considering when inducting teachers new
to the profession.
Mentoring establishes a relationship between a new teacher and a veteran teacher.
Darling-Hammond (2000) studied successful mentoring programs that have reduced
beginning teacher attrition rates by more than two-thirds in Ohio school districts,
specifically the cities of Cincinnati, Columbus, and Toledo. They have provided expert
mentors a lot of release time to be with the mentees. The new teachers are not only
supported in difficulties but also acclimated to the school culture and aided in
instructional decisions. Danielson (2002) held that mentors should intervene to offer
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suggestions when needed and refrain when novices can manage alone. A more proactive
approach has been favored by Millinger (2004), who has said that mentors should help
new teachers learn how to plan in great detail, ask questions, solicit ideas, and guide them
through potential problems. Stansbury and Zimmerman (2000) have stated that mentors
and mentees should visit one another’s classrooms and conference in order to critique
each other’s lessons. The veteran teachers stand to benefit just as much from experiences
like these since teaching behaviors and motivations are reexamined through thoughtful
discussions and reflection periods (Danielson, 2002; Stansbury & Zimmerman, 2000).
Building-level administrators have long been in charge of selecting mentors for
new teachers. Careful consideration should be given when providing “expert” mentors
for first-year teachers. Colley (2002) stated that mentors are often assigned randomly.
Subsequently, poor matches are made. When principals begin to serve as “mentor
coordinators” as Colley has suggested, the best mentors are identified and carefully
matched to mentees. Personalities should be kept in mind when assigning mentors. The
principals must monitor the mentor-mentee throughout the school year. Principals also
have to serve as mentors in that they continually connect new teachers with resources
they need to be successful. Ganser (2002) cautioned that principals must respect the
confidential relationships established between mentors and mentees as well as free
mentors of some professional responsibilities. As stated before, effective mentoring
requires a great deal of time.
Induction
The concept of induction programs has evolved over time. Basically, the
literature has referred to these programs as interventions designed to help new teachers
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adapt to their work environment by assisting them in developing skills needed to teach
(Brown, 2004; Camp & Heath-Camp, 1991; Podsen, 2002; Schlechty, 1985). New
teacher induction was considered a process in which organizations initiated their recruits
in the late 1950s (Cousin, 2000; Hughes, 1958). Employment was considered the end of
the induction process. In other words, colleges prepared teachers to enter schools and
begin teaching in cities that recruited them. Once they started teaching, new hires were
on their own. Research conducted from the 1960s on has raised concerns regarding
beginning teachers transitioning into the field (Brown, 2004; Cousin, 2000; Fuller, 1969;
Lawson, 1992;Lortie, 1975; Podsen, 2002; Ryan, 1986). Teacher induction programs
began to be reevaluated when attention was drawn to the fact that the transition from
being a college student to becoming a classroom teacher was not as smooth as had been
hoped. Teachers clearly needed support from others once they entered the profession.
Support programs for beginning teachers have been utilizing induction and
mentoring to further enhance skills introduced in undergraduate teacher preparation
programs. The objective has been to retain quality teachers (Brown, 2004). Some of the
literature fails to differentiate between the terms “induction” and “mentoring.” In this
review, induction will refer to a process and mentoring will be a technique to support
novice teachers. Induction has been defined as the process of socialization to the
profession of teaching (Recruiting New Teachers, Inc., 2002). This process involves the
adjustment to school procedures as well as the development of classroom management
and effective instruction skills. Support from principals and fellow colleagues will be
required throughout the induction period.
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Mutchler (2000) indicated that formal induction programs should focus on
guiding new teachers through three developmental stages: (1) survival and discovery,
(2) experience and consolidation, and (3) mastery and stability. The survival and
discovery developmental phase is addressed when new teachers’ immediate needs are
met and the transition to teaching is supported. While novice teachers are learning how
to teach, mentors help form these teachers’ principles and practices (Feiman-Nemser,
2003; Gratch, 1998). New teachers need additional help through various learning and
teaching experiences to become quality teachers and should not be viewed as “finished
products” (NCTAF, 2003). It is unrealistic to expect beginning teachers to perform the
same tasks as veterans (Renard, 2003). Time is needed for experience levels to grow
while teachers put into practice what they have been learning in theory all along.
Induction programs systematically train and support new teachers from day one
toward becoming master teachers (Wong, 2001). However, some induction programs
have been deemed too short for novices to learn the components of their jobs (FeimanNemser, 2003). Wong (2001) described a comprehensive induction program as one that
begins with training workshops conducted before the school year. In addition,
continuous training and support from administrators and mentors should occur, ideally,
Over a two- or three-year period. Studies on teacher induction have indicated that
effective induction programs should include:
•

orientation/workshops,

•

one-on-one meetings between administrators and new teachers,

•

the sharing of a vision,

•

mentor assignments,
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•

training for mentors and principals,

•

mentor observations of mentees,

•

class size reductions,

•

fewer duties for the new teachers,

•

less preparation periods,

•

professional development and planning release time, and

•

development of portfolios (Brennan et al., 1999; Brewster & Railsback,
2001; Clement, 2000; Danielson, 1999; Gordon, 1991; Heidkemp &
Shapiro, 1999; Huling-Austin, 1992; Kestner, 1994; McGlamery et al.,
2002; Moskowitz & Stephens, 1997; National Partnership for Excellence
and Accountability in Teaching, 1999; Wong, 2001).

School systems have begun to realize that past indifference toward the way new
teachers were socialized into the profession has led to rising attrition rates. While most
states boast about having formalized induction programs, the overall program designs
vary greatly (Grant, 2003; Weiss & Weiss, 1999). Sadly, these comprehensive induction
programs have actually remained informal and have been linked with lower levels of
teacher effectiveness and higher levels of attrition (Forgionne, 1999; NCTAF, 1996).
Induction practices for new teachers have been under scrutiny for too narrowly focusing
on survival skills. More comprehensive programs focus more on building teacher
quality, self-actualized professionals, and collaborative relationships (Darling-Hammond,
1997; Podsen, 2002). Retaining competent educators has become increasingly more
difficult and has caused school divisions to rethink their induction practices (Fideler &
Haselkom, 1999), Well-planned induction programs have led to positive outcomes
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including the development of high quality teachers, evidence of the type of targeted
learning experiences students should have, and increased new teacher retention (National
Teacher Recruitment Clearinghouse, 2002; Serpell & Bozemann, 1999).
Podsen (2002) has indicated that stakeholders in an induction team should include
school board members, superintendents, central office employees, staff development
directors, principals, teacher mentors, other teachers, and college/university faculty.
School board members provide the political base to support induction programs.
Superintendents delegate resources and publicly recognize people who develop and
implement the programs. Central office employees develop the mentor selection criteria.
Staff development directors design programs for training mentors. Principals recruit
mentors, provide support for mentors, help new teachers build on teaching strengths, and
assess areas of growth to be addressed through careful action planning. Teacher mentors
provide direct assistance, share ideas and problems with other mentors, and gauge student
achievement levels in the mentee’s classes. Other teachers allow new teachers to visit
their classrooms, support mentors, socialize beginners to school norms and procedures,
and establish conditions that will give novices the best chance for success. University
faculty develop induction programs along with school system employees, train mentors,
provide staff development, and share current research that impacts beginners (Podsen,
2002). Well thought out induction programs involve and promote the professional
development of all faculty members.
Studies of induction programs have suggested that teachers are less likely to leave
teaching when they are formally inducted into the profession (Brown, 2004; Burch, 1994;
Darling-Hammond, 2001; Goodwin, 1998; Ingersoll, 1997). The most commonly cited
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induction intervention that has been said to reduce attrition has been mentoring (Davis et
al., 2001; Feiman-Nemser, 1997; Grant, 2003; Ingersoll, 1997; Lucksinger, 2000;
Scherer, 2001). Well-trained mentors are a must for induction programs. Once mentors
have been properly trained, principals must provide new teachers ongoing access to
available support when needed (DePaul, 2000; Johnson & Birkeland, 2003). Benefits of
mentoring include increased teacher effectiveness, improved professional competencies,
increased job satisfaction, emotional support, and opportunities for growth (DarlingHammond, 2003; David, 2000; NCPSE, 2002). Induction programs impact teacher
quality, thereby benefiting schools, teachers, and students. Strong programs afford new
teachers the opportunity to become competent more quickly (Darling-Hammond, 2001).
Competent teachers, in turn, deliver quality instruction. Quality instruction has been
linked to student achievement (Basinger, 2000; Geringer, 2000; Haycock, 1998).
Findings from previous studies have made the case for developing and utilizing
comprehensive induction program efforts.
Effective induction programs have provided a framework for school systems to
follow that desire to train, support, and retain teachers. California’s Beginning Teacher
Support and Assessment (BTSA) and Texas’s Induction Year Programs (IYP) promote
success and retention while transitioning teachers into the profession (Lucksinger, 2000;
Olebe, 2001). The Pathwise Formal Induction Program developed by the Educational
Testing Service (ETS) fosters and develops instructional strategies and skills through
discussion and goal setting. A detailed, organized mentoring program like the one in
Pathwise improves planning, instructional, and reflection skills more than more
traditional orientation programs (Giebelhaus & Bowman, 2000; Holloway, 2001).
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Programs like the afore-mentioned establish unified learning environments, increase
student achievement, improve test scores, promote positive relationships among faculty
members, increase the quality of teaching, and improve positively affect teacher
effectiveness (Basinger, 2000; Breaux, 1999; Geringer, 2000; Holloway, 2001; Olebe,
2001; Wong, 2001). The impact of BTSA programs has revealed a 91% retention rate
after five years (Basinger, 2000). 100% of Texas IYP participants have stayed in the
profession after five years of implementation (Lucksinger, 2000). Given the increase in
retention rates, educators have seen a connection between effective induction programs
and new teacher retention (Feiman-Nemser, 2003). For school systems where induction
has not positively affected retention, a closer examination of effective programs would be
recommended.
Teacher Self-Efficacy
Self-efficacy has been defined as “one’s judgment of one’s capabilities to
organize and execute courses of action required to attain designated types of
performances. It is concerned not with the skills one has but with judgments of what one
can do with whatever skills one possesses” (Bandura, 1986, p. 391). Teacher efficacy has
been defined as “the extent to which the teacher believes he or she has the capacity to
affect student performance” (Berman et al., 1977, p. 137). High levels of learning have
been associated with teachers who have high levels of teacher efficacy (Weasmer &
Woods, 1998).
Teacher efficacy has been said to exist on two levels: general and personal.
General teaching efficacy has referred to teachers’ perceptions that their teaching can
influence the students’ learning. Regardless of their capabilities or outside influences,
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students can learn when a positive sense of efficacy exists (Weasmer & Woods, 1998).
Bandura (1986) referred to this belief system as outcome expectancy. Personal teaching
efficacy has referred to teachers’ beliefs in their own effectiveness, or self-efficacy. Such
perceptions may be situation specific (Bandura, 1977; Radenbush et al., 1992). Personal
teaching efficacy affects teachers’ motivation, thought processes, and willingness to
expend energy. Bandura (1986) referred to this as self-efficacy expectancy. Bandura
(1997) said that these beliefs also influence how long teachers will persist when faced
with obstacles, how resilient they are when coping with failures, and how much stress
they can experience when dealing with situations that are demanding.
Gibson and Dembo (1984) developed an instrument designed to measure teacher
efficacy. Their instrument has been used to measure a general pedagogical self-efficacy
(Bleicher, 2004). The first scale of their 30-item instrument measured what they referred
to as personal teaching efficacy. Gibson and Dembo were measuring teachers’ beliefs
that they could help improve student achievement and that they felt confident to teach
effectively. Teachers’ self-efficacy beliefs were viewed as their evaluation of abilities
they had to bring about student change. The second scale of their instrument measured
what they called teaching efficacy. Gibson and Dembo were measuring teachers’ beliefs
that their impact on student achievement was limited by external factors such as school
conditions, family background, or IQ. Although the Gibson and Dembo measure has
been a very popular teacher efficacy instrument, Tshcannen-Moran and Hoy (2001)
cautioned that there is a “lack of clarity about the meaning of the two factors and the
instability of the factor structure make this instrument problematic for researchers”
(p.789). Gibson and Dembo applied Bandura’s social cognitive theory to teachers and
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found that teachers will not persist if they do not believe they can achieve the goal.
Teachers with high efficacy monitored feedback and checked seatwork more often than
teachers with low efficacy. They were also found to be better at helping students arrive
at right answers by questioning them. Teacher efficacy has been related to their
classroom behaviors, attitudes toward teaching, and openness to new ideas (TschannenMoran, Woolfolk-Hoy, & Hoy, 1998).
Bandura (1997) constructed a 30-item instrument called the Teacher Self-Efficacy
Scale with seven subscales to better measure teacher efficacy, The seven subscales
include: disciplinary' efficacy, efficacy to create a positive school climate, efficacy to
enlist community involvement, efficacy to enlist parental involvement, efficacy to
influence decision making, efficacy to influence school resources, and instructional
efficacy. A 9-point scale is used to provide a picture of teachers’ efficacy beliefs that
avoids becoming too narrow. Bandura found that teachers’ beliefs about their personal
teaching competence and the task of teaching will generally stay unchanged until new
evidence is introduced that forces such beliefs to be reevaluated. Ross (1998) further
supported this concept stating that experiences like curriculum or grade-level changes,
over time, cause teachers to reevaluate their beliefs.
Tschannen-Moran et al. (1998), after analyzing various instruments and searching
to better understand the construct, called for a valid, reliable measure of teacher efficacy
in which personal competence and analysis of the task would be assessed. TshcannenMoran and Hoy (2001) noted that Bandura’s (1997) instrument “attempted to provide a
multi-faceted picture of teachers’ efficacy beliefs without becoming too narrow or
specific. Unfortunately, reliability and validity information about the measure have not
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been made available” (p.791). Tschannen-Moran and Hoy’s measure was examined in
three separate studies of pre-service and in-service teachers taking classes at The Ohio
State University. The third study included participants from The College of William and
Mary and Cincinnati as well. Each study led to refinement of a measure that remained
reasonably valid and reliable when subjected to factor analyses. The resulting
instrument, named the Ohio State Teacher Efficacy Scale (OSTES), had two forms: a
short form with 12 items and a long form with 24 items. To address the requirements of
good teaching and the broad range of teaching tasks in the teachers’ work lives, the
OSTES had three subscales. These subscales include: efficacy for instructional
strategies, efficacy for classroom management, and efficacy for student engagement.
This measure was more promising than previous instruments in that it was not so specific
and could be used to make comparisons across different contexts, subjects, and levels.
Further, it has been renamed the Teacher Sense of Efficacy Scale (TSES).
Teachers with high personal teaching efficacy have influenced colleagues and
students with their positive perspectives (Lortie, 1975). They have been agents for
change and served as models for fellow staff members. Such teachers have influenced
teachers who lacked confidence in their own effectiveness. Supportive principals have
realized that opportunities for exchanging ideas must be provided for improvement
efforts to be accepted (Weasmer & Woods, 1998). Hipp (1996) found significant
relationships between principals’ leadership behaviors and teachers’ sense of efficacy.
Administrators who have arranged staff encounters that expose insights of teachers with
positive personal teaching efficacy have maximized the potential for change (Weasmer &
Woods, 1998).
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Job satisfaction has been positively correlated with organizational commitment,
teacher efficacy, student achievement, teacher performance, and work motivation
(Bridges, 1980; Coladarci, 1992; Hill, 2004; Hoy et al., 1990; Reyes, 1990; Reyes &
Imber, 1992). In a 2000 study, Harvard research graduates conducted a study that found
that teachers left when they did not feel a sense of efficacy or felt unsupported (Liu et al.,
2000). Beginning teachers who have felt unprepared for the job have experienced stress
and low efficacy (Bemhausen & Cunningham, 2001; Nichols & Sosnowsky, 2002).
Interestingly, teachers’ greatest satisfaction has been connected to teachers’ positive
personal teaching efficacy in one study (Scott, Durham, & Brooks, 1999). It has been
argued that one of the best ways to increase new teachers’ efficacy and retention is to
help them cope with the realities of teaching (Mumane, 1992; Sclan, 1993). Mentoring
and self-efficacy have been correlated with retention as well (Henke et al., 2000; DarlingHammond & Sclan, 1996). There has been a general sense of helplessness voiced by
some novice teachers in teacher efficacy studies (Ashton & Webb, 1986; Gibson &
Dembo, 1984; Hoy & Woolfolk, 1993). Efficacy beliefs of first-year teachers have been
related to stress, commitment to teaching, satisfaction with preparation, and satisfaction
with support (Tschannen-Moran et al., 1998). Participation in decision-making has been
linked to teacher efficacy (Rosenholtz, 1989). Teachers’ self-efficacy and their ability to
act has been said to impact commitment and overall job satisfaction (Ingersoll, 1999).
Positive outcomes, therefore, have been related to a strong sense of teacher efficacy.
Summary
Teachers’ intentions to stay in or leave the profession can be affected by many
factors. Understanding which of these positive and negative influences impact teachers’
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decisions is of utmost importance from a leadership standpoint. It is this researcher’s
belief that factors such as working conditions, professional and peer support, job
satisfaction, stress induced by student misbehavior, and teacher self-efficacy can be
directly influenced by administrators. Certification routes to and induction programs
once in the profession are other factors worth investigating. All of these variables are
examined in this study.
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Chapter 3: Methodology
Purpose
The purpose of this study was to replicate Cousin’s (2000) study in which she
aimed to: a.) analyze the relationship between those teachers who intend to stay in the
profession and those who do not; b.) identify those variables that influence that decision;
and c.) determine if working conditions, job satisfaction, satisfaction with the quantity
and quality of professional and peer support, teacher self-efficacy, stress induced by
student misbehavior, certification routes, and satisfaction with induction influence
commitment levels.
A survey was employed to collect data from a stratified random sample of novice
(<1-5 years experience) teachers in the Chesapeake Public School System in southeastern
Virginia. The following section includes the research questions addressed and the
hypotheses tested in the data collection and analysis phases of Cousin’s (2000) study and
this study. The last three questions and hypotheses were altered for the current study.
Questions
1. What is the relationship between a novice teacher’s intention to stay in the
profession and working conditions?
2. What is the relationship between a novice teacher’s intention to stay in the
profession and job satisfaction?
3. What is the relationship between a novice teacher’s intention to stay in the
profession and satisfaction with the quantity and quality of administrative
support?
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4. What is the relationship between a novice teacher’s intention to stay in the
profession and satisfaction with the quantity and quality of peer support?
5. What is the relationship between a novice teacher’s intention to stay in the
profession and teacher self-efficacy?
6. What is the relationship between a novice teacher’s intention to stay iri the
profession and stress caused by students’ misbehavior?
7. What is the differehce in a novice teacher’s intention to stay in the profession
based on certification routes (traditional and alternative)?
8. What is the relationship between a novice teacher’s intention to stay in the
profession and satisfaction with the induction program?
9. What is the relationship between overall job satisfaction and participation in an
induction program?
Research Hypotheses
H t: There is a significant inverse relationship between a novice teacher’s intention to
stay in the profession and stress associated with working conditions.
H 2 : There is a significant positive relationship between a novice teacher’s intention
to stay in the profession and job satisfaction.
H3 : There is a significant positive relationship between a novice teacher’s intention
to stay in the profession and satisfaction with the quantity and quality of professional
(administrative) Support.
H4 : There is a significant positive relationship between a novice teacher’s intention
to stay in the profession arid satisfaction with the quantity and quality of peer support.
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Hs: There is a significant positive relationship between a novice teacher’s intention
to stay in the profession and new teacher self-efficacy.
He: There is a significant positive relationship between a novice teacher’s intention
to stay in the profession and stress caused by students’ misbehavior.
H7 : There is a significant positive difference in a novice teacher’s intention to stay in
the profession based on certification routes (traditional and alternative).
Hs: There is a significant positive relationship between a novice teacher’s intention
to stay in the profession and satisfaction with the induction program.
H9 : There is a significant positive relationship between overall job satisfaction and
participation in an induction program.
Variables
Independent variables in this study included working conditions, job satisfaction,
administrative and peer support, teacher self-efficacy, certification routes,
stress induced by students’ misbehavior, and induction program participation and
satisfaction. The dependent variable was the novice teacher’s intention to stay in the
profession (survey item 7).
Sample
The population for this study was the public school novice (up to 5 years
experience) teachers employed by the Chesapeake Public School System in the
southeastern quadrant of the Commonwealth of Virginia. A stratified random sample of
325 novice teachers was selected from the 606 elementary, middle, and high school
novice teachers employed by this public school system for the 2004-2005 school year as
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identified by the personnel department. Surveys were sent to 65 first-, second-, third-,
fourth-, and fifth-year teachers. Further, 22 elementary, 22 middle, and 21 high school
teachers were selected from each year of teaching experience to receive surveys. The
system is composed of the following schools: 28 elementary, 10 middle, 6 high, 1
vocational, and 1 alternative. Participants in this study were selected from 42 separate
schools - 26 elementary, 10 middle, and 6 high.
Generalizabilitv
The results of this study may be generalized to Chesapeake and similar suburban
public schools in the state of Virginia. The results should be generalized to other states
with caution given Virginia’s non-union status. The survey instrument developed by
Cousin (2000) for a study in the state of Mississippi was adapted and utilized in the
Virginia study. The pattern of responses to the questionnaire was compared to those
obtained by Cousin as an indicator of the generalizability of the results. In particular, this
study attempted to replicate the 2000 study by Cousin and, thus, test the generalizability
of the earlier findings.
Instrumentation
This study was a replication of a previous study (Cousin, 2000). Therefore, the
same 5-point Likert scale survey instrument was used for questions utilized from
Cousin’s survey. Modifications to this questionnaire were made in the wording of the
directions, questions, and answer choices. Twelve items (items 43-54) were added.
Forty of the 45 questions from Cousin’s survey instrument were originally created by
combining sections of 3 previously developed surveys utilized in earlier studies on stress
factors in teaching, predictors of commitment, and administrative and peer support
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factors (Billingsley & Cross, 1992; Borg & Riding, 1992; Singh & Billingsley, 1998).
Items 43-54 were drawn from Tschannen-Moran and Hoy’s (2001) Teacher Sense of
Efficacy Scale, formerly called the Ohio State Teacher Efficacy Scale. These final
questions called for teachers to assess themselves on a 9-point scale. To fit the precise
needs of this study, questions were either revised or left exact with strong consideration
given to the integrity of each question. Survey instrument construction centered on items
that would produce the specific data necessary to respond to the research questions and
hypotheses in the study. Each hypothesis was measured through a subscale of items or
via one item. Reliability tests to determine scale effectiveness were run due to the use of
subscales. This occurred prior to running other forms of statistical analysis in the study.
(See Appendix A for the survey.)
Demographics such as sex, age, and race were determined through items 1
through 3. Teachers indicated years of teaching experience by circling 1, 2, 3,4, or 5 on
item 4. Whether these teachers had obtained traditional or alternative certification was
assessed through item 5. Respondents were asked whether or not they were currently in
or had previously participated in an induction program with item 6a. 6b rated satisfaction
with the induction program as very satisfied, satisfied, neutral, dissatisfied, or very
dissatisfied.
The respondents’ intention to stay in the profession was measured through item 7
which asked, “At this point in time, how long do you plan to stay in teaching or another
educational position?” Item 7 was the main focus of Cousin’s and the current study.
This question was extracted from a similar study that looked at predictors of
commitment, conducted by Billingsley and Cross (1992). Teachers’ replies for item 7
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were selected from I plan to leave at the end of this school year, I will remain in
education 1-2 more years, I will remain in education 3-5 more years, and I will remain in
education longer than 5 years. Cronbach’s (1951) coefficient alpha was used to estimate
internal reliability for all questions used in the survey that looked at job satisfaction and
intention to stay in the profession (Billingsley & Cross, 1992).
Reliability coefficients ranged from .76 to .94. Regarding validity, “Frequency
distributions of all the variables were checked for outliers that were either recoded or
assigned missing variables. Scores for composite scales were computed as the sum of
valid responses” (Billingsley & Cross, 1992, p. 459).
An overall job satisfaction rating of the teachers was measured through item 8
which asked, “How satisfied are you with teaching as a job?” In the form of a 5-point
Likert scale question, participants rated their job satisfaction levels by choosing 1 (very
dissatisfied), 2 (fairly dissatisfied), 3 (neutral), 4 (satisfied), or 5 (very satisfied). This
question was extracted from a study on stress factors in teaching previously conducted by
Borg and Riding (1991). The Borg and Riding survey accounted for nearly 60 percent of
the survey questions Cousin (2000) used for her instrument. Regarding reliability,
“Cronbach’s coefficient alpha for each subscale of this test was .77, .78, .64, and
.61... coefficient alpha for the whole scale was .86” (Borg & Riding, 1991, p. 6). It
should be noted that validity results were not reported. Item 9 asked, “Suppose you were
starting your professional life over, would you choose teaching?” Teachers ranked their
answers as 1 (certainly not), 2 (probably not), 3 (perhaps), 4 (yes), or 5 (certainly).
Item 10 asked, “In general, how stressful do you find being a teacher?”
Respondents rated their stress levels in the form of a 5-point Likert scale question by
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choosing 1 (not at all stressful), 2 (mildly stressful), 3 (neutral), 4 (stressful), or 5 (very
stressful). Stress factors induced by students’ misbehavior were addressed with items 11,
12, 13, 14, and 18. These items closely resembled questions asked in the Borg and
Riding (1991) survey. As with item 10, teachers rated their stress levels on a scale of 1
through 5. Some of the questions called for participants to rate their stress levels induced
by:
•maintaining class discipline,
•pupils’ impolite behavior, and
•pupils’ poor attitudes toward work.
Since working conditions have been linked to stress for teachers, ten items (items
15, 19-25,27, and 34) were used to measure how certain working conditions affected
their stress levels. Respondents rated their stress levels on a scale of 1 through 5
regarding issues such as:
•having too many students in a class,
•lack of time to spend with individual students,
•too much to do (e.g. lesson plans and grading),
■administrative work or extra assigned duties,
•poor career structure (poor promotion prospects),
•inadequate salary,
•inadequate preparation / planning periods or breaks, and
•lack of administrative support to get materials.
Items not listed above are cited as examples in Table 1.
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Questions dealing with administrative and peer support were extracted from a
study conducted by Singh and Billingsley (1998) in which they examined data generated
from the 1987-1988 national School and Staffing Survey (SASS). In an effort to validate
their survey, Singh and Billingsley conducted a factorial analysis to examine underlying
patterns of factors. High factor loadings were reported. A cross-validation was then
conducted. A better fit for the data was the end result. While Cronbach’s coefficient
alpha (reliability) results were not reported, chi square values suggested a good fit for the
data. “The adjusted goodness-of-fit-index (AGFI) for the model was .97; normed fit
index (NFI), .96; non-normed fit (NNFI), .95; comparative fit index (CFI), ,97; and
incremental fit index (IFI), .97. These indices can take on values from 0 to 1; the closer
the value is to 1, the better the fit of the model. The standardized root mean square
residual (RMR) was .028.. .Taken together, these fit indices represent a good fit and
suggest that the model provides reasonable explanation of the data” (Singh & Billingsley,
1998, p. 234). Respondents rated how their stress levels had been affected by both
administrative and peer support on a scale of 1 through 5 in the same manner they had
regarding working conditions and students’ misbehavior. Statements about
administrative support were addressed in 12 items (items 17, 26, 32, 33, 35-42). Some of
these included:
■lack of administrative backing with discipline,
•lack of recognition of good teaching,
•lack of administrative encouragement,
•lack of one-on-one conversations with the principal(s) about classroom
instruction,
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•unclear goals or instructional direction / leadership,
•lack of clear communication from the principal / administration,
•lack of support from administration,
•not enough feedback from classroom observations,
•poor quality of staff development training and usefulness, and
•pressure from administrative staff
Statements regarding peer support were included in items 16, 28, 29, 30, and 31. Some
elements considered were:
•lack of staff to collectively enforce rules,
•lack of support of peers to help with instruction, and
•lack of peer support outside the classroom.
Table 1 lists some survey items not mentioned in this section.
Teacher self-efficacy was measured with the last 12 items on the survey
instrument. A previously validated measure of self-efficacy beliefs, the Teacher Sense of
Efficacy Scale (TSES), was used in its short form version for items 43-54 on this survey.
Tschannen-Moran and Hoy (2001) examined the TSES using principal-axis factoring and
found that solid factors emerged (efficacy in instructional strategies, efficacy in student
engagement* and efficacy in classroom management) which accounted for 68% of the
variance. The reliability for the 12-item scale was .90. Tschannen-Moran and Hoy stated
that, “The results of these analyses indicate that the TSES could be considered reasonably
valid and reliable. With... 12 items, it is of reasonable length and should prove to be a
useful tool for researchers interested in exploring the construct of teacher efficacy” (p.
801). The participants assessed their personal performance levels as teachers by
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considering the combination of their current abilities, resources, and opportunities to do
the activities described in items 43-54 in their current positions by indicating in degrees
from 1 (none at all) to 9 (a great deal); with 3 (very little), 5 (some degree), and 7 (quite a
lot) falling along the scale. Here are some of the questions teachers answered:
•’’How much can you do to calm a student who is disruptive or noisy?”; -“How
much can you do to help your students value learning?”;
• “How much can you do to get children to follow classroom rules?”; -“How much
can you do to get students to believe they can do well in

school work?”;

•“How well can you establish a classroom management system with each group of
students?”;
•“To what extent can you use a variety of assessment strategies?”;
•“To what extent can you provide an alternative explanation or example when
students are confused?”;
•“How much can you assist families in helping their children do well in school?”;
and
•“How well can you implement alternative teaching strategies in your
classroom?”.
Table 2 provides more teacher self-efficacy survey items.
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Table 1: Table of Specifications for Cousin’s Teacher Induction Survey

Subscale

Certification route

Questionnaire Item #s
and
Examples from the Survey
5,7
•alternative
•traditional

Subscale related to
which Hr:

H?

Participation in and satisfaction
with induction program

6a, 6b, 7
•How would you rate
your satisfaction with
the program?

Satisfaction with teaching
(intention to stay)

7, 8,9
•Overall, how satisfied
are you with teaching
as a job?

Stress associated with students’
misbehavior

7, 10, 11, 12, 13, 14, 18
•noisy pupils
•difficult classes

He

Stress associated with working

7, 15, 19, 20, 21, 22, 23, 24,
25, 27, 34
•shortage of equipment
& poor facilities
•pressure from parents
7, 17, 26, 32, 33, 35, 36, 37,
38, 39, 40, 41, 42
•too few observations
from administrators
•lack of fairness in
evaluation
7, 16, 28, 29, 30, 31
■attitudes and behaviors
of other teachers
•lack of cooperation
between staff members

Hi

conditions

Administrative support

Peer support

H8, H9

H 2, H s

Ha

H4
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Table 2: Table of Specifications for Addition of Teacher Efficacy Items 43-54
[12-item short form version of Tschannen-Moran & Hoy’s (2001) Teacher
Sense of Efficacy Scale]
Subscale

Efficacy in classroom
management

Efficacy in instructional
strategies

Efficacy in student
engagement

Questionnaire Item #s
and
Examples from the Survey

Subscale related to
which H r

7, 43, 48, 49, 50
Hs
■How much can you do
to control disruptive
behavior in the
classroom?
7, 47, 51, 52, 54
Hs
•To what extent can you
craft good questions for
your students?
7, 44, 45, 46, 53
Hs
■How much can you do
to motivate students
who show low interest
in school work?

Procedures
The superintendent of the participating school district granted permission through
the designated central office employee to collect data from teachers with one to five
year(s) experience (see Appendix E). Surveys were distributed in the school mailboxes
of the randomly selected participants in May 2005. Anonymity was guaranteed to the
respondents in the study. A distinguishing factor separating teachers from the individual
schools in this study was their years of teaching experience. Principals at each school
were asked to encourage the targeted teachers to complete and return the surveys to the
researcher via the school mail system. After 10 days, the researcher followed up with
second mailings to teachers who have not returned post cards. Post cards reflecting
names and school levels of participants and whether or not they participated in the study
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were mailed separately from the surveys. The estimated time for completion of the
survey instrument was 5 - 1 0 minutes. The deadline for the receipt of completed surveys
was the first week in June 2005.
Data Analysis
Data analysis techniques for this study differed from Cousin’s (2000) study.
These differences will be addressed in the last chapter. A factor analysis of the teachers’
responses to the survey instrument was run in order to verify the existence of the
previously mentioned subtests. Items 10-42 were factor analyzed, and these factors were
used as predictors of other elements. Multiple stepwise regression analyses were used to
look at the impact of independent variables upon the dependent variable, how long
teachers intended to stay in the profession, for questions 1, 3, 4, 5, and 6. Pearson
correlations were run for questions 2 and 8. A factor analysis was conducted for question
5 before putting the factors into a regression formula. Question 7 was analyzed with a ttest to determine the difference in new teachers’ intentions to stay in the profession based
on certification routes. For question 9, correlations were conducted to see how
satisfaction with the induction program related to survey items 7, 8, and 9. A
multivariate r-test was conducted to see if there was a difference between the group of
teachers who will be returning to teaching next year and those who will not be returning
(item 7).
Ethical Considerations
This study was Conducted in a manner that protected the anonymity of the novice
teachers who participated in the study. To protect the confidentiality of those involved in
the study, the teachers’ names did not appear anywhere on the questionnaire. In a letter
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of transmittal, the researcher made a commitment to protect the confidentiality of the
participating teachers. In addition, the research proposal was submitted to and approved
by the Human Subjects Committee of The College of William and Mary.
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Chapter 4: Analysis of Results
This study investigated the factors that affect novice teachers’ decisions to stay in
the profession. Attempts were made tp build upon and replicate, when applicable,
Cousin’s (2000) study by obtaining results through bi-variate correlations and multiple
regression analyses. A factor analysis of responses to survey items 10 to 42-was
conducted to verify the existence of relationships between new teachers’ intentions to
stay in the profession and working conditions, job satisfaction, satisfaction with
administrative and peer support, stress caused by students’ misbehavior, certification
routes, and satisfaction with the induction program. A separate factor analy sis of the
teachers’ survey responses to items 43 to 54 was conducted to confirm the existence of
the 3 teacher self-efficacy subscales in this sample. A /-test was used to determine the
difference in new teachers’ intentions to stay in the profession based on certification
routes. In addition, a multivariate t- test was conducted to determine if there was a
difference in satisfaction levels between novice teachers intending to stay in and those
planning to leave the profession.
Return Rate
Within two weeks of the initial mailing of 325 surveys and cover letters, 193
(59%) of the surveys had been returned. A follow-up letter and another copy of the
survey were sent to all non-respondents at that time. Fifty-eight additional responses
(another 18%) were received the following two weeks. Thirteen postcards and
unanswered surveys were returned indicating that 4% of the teachers declined to
participate in the study. The remaining 61 teachers (19%) who were sent a second survey
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neglected to respond at all. The overall participation rate was 77% (n = 251), and 100%
of the completed surveys received were usable with zero missing responses.
Description of Participants
The Teacher Induction Survey (Cousin, 2000) contained seven items to provide
demographic/background information on the novice teachers. The first five items on the
survey identified the sex, age, race, years of teaching experience, and certification routes
of the participants. The majority of the 251 respondents were female (82.5%) and
Caucasian (87.3%). The top two age groups represented were 20 to 29 (60.6%) and 30 to
39 (21.2%). A relatively equal amount of first through fifth year teachers from
elementary, middle, and high schools were represented. Postcards returned separately
from the surveys reflected that 33% of the novice teachers were from elementary, 33%
were from middle, and 34% were from high schools. Answers to the fourth survey item
indicated that nearly 20% of the respondents were in each year of teaching targeted in
this study, years one through five. Regarding teacher certification routes, 83.3%
traditionally and 16.7% alternatively certified educators responded. Table 3 illustrates
the distribution of participants by sex, age, race, years of teaching experience, and
certification routes.
All 251 (100%) of the responding teachers were currently in or had participated in
an induction program. In regard to their satisfaction with the induction program, 56.6%
were satisfied and 10.8% were dissatisfied. Almost one-third of the teachers surveyed
(32.7%) remained neutral when questioned about their satisfaction level with the
induction program. Table 4 indicates a description of the participants by their
involvement in and satisfaction with an induction program. A complete breakdown of
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the range of the teachers’ responses in the form of frequency tables for the remaining
survey questions can be found in Appendix L.

Table 3: Distribution of Participants by Sex, Age, Race, Years of Teaching Experience,
and Certification Routes (n = 251)

Description

Number

Percentage

Sex
Male

44

17.5%

Female

207

82.5%

20-29

152

60.6%

30-39

53

21.1%

40-49

34

13.5%

50-60+

12

4.8%

22

8.8%

1

0.4%

Caucasian

219

87.3%

Hispanic

2

0.8%

Native American

1

0.4%

Other

6

2.4%

Age

Race
African-American
Asian
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Years of Teaching Experience
1

49

19.5%

2

50

19.9%

3

50

19.9%

4

49

19.5%

5

53

21.5%

Traditional

209

83.3%

Alternative

42

16.7%

Certification Route

Table 4: Description of Respondents’ Participation in an Induction Program and
Satisfaction Levels with the Induction Program
Category

Number

Percentage

251

1noo/„

Very Satisfied

26

10.4%

Satisfied

116

46.2%

Neutral

82

32.7%

Fairly Dissatisfied

22

8.8%

Very Dissatisfied

5

2.0%

Participation in an Induction Program

I VV / o

Satisfaction with the Induction Program
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Hypotheses
This section contains results from testing the hypotheses in the study. It should be
noted that the analyses of Hypotheses 7, 8, and 9 for this study differ from those
performed in the Cousin (2000) Mississippi study as 100% of the employees surveyed
had participated in Chesapeake’s induction program. For both studies, survey item 7
which asked how long novice teachers intended to stay in the profession was the
dependent variable. Each of the questions sought to identify how features of the work
environment were related to this “stay” variable.
Hypothesis 1
H i: There is a significant inverse relationship between a novice teacher’s
intention to stay in the profession and the level of stress associated with working
conditions.
A multiple stepwise regression analysis was conducted to examine the
relationship between survey item 7 (how long the teachers intended to stay in the
profession) and items 15 (having too many students in a class), 19 (lack of time to spend
with individual students), 20 (shortage of equipment and poor facilities), 21 (too much
work to do), 22 (administrative work or extra assigned duties), 23 (pressure from
parents), 24 (poor career structure/promotion prospects), 25 (inadequate salary), 27
(inadequate planning periods or breaks), and 34 (lack of administrative support to get
materials). Survey item 7, how long the teachers intended to stay in the profession, was
the dependent variable. Ten survey items (items 15, 19, 20,21, 22, 23, 24, 25, 27, and
34) were survey items that focused on working conditions and were considered possible
predictors as to how long novice teachers would remain in the profession.
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Item 22, administrative work or extra assigned duties, was the only statistically
significant predictor of how long teachers would stay in the profession. An inverse
relationship between their intent to stay and the working conditions was weak. This was
evidenced by a multiple correlation coefficient of .259. This multiple correlation
coefficient was based on the contribution of only one item, item 22. The multiple
correlation coefficient value suggested that working conditions had a weak, or small,
relationship with commitment levels. An R square value of .067 indicated that about 7 %
of the stay variable (how long teachers intended to stay in the profession) was predictable
from the item 22 (administrative work or extra assigned duties). The findings revealed
that item 22 (administrative work or extra assigned duties) was the only significant [F
(1,249) = 17.831, p < .001] predictor. Teachers with higher levels of stress had lower
levels of commitment under this variable. First through fifth year teachers surveyed in
the Chesapeake study were most stressed by extra work assignments from administration.
Table 5 illustrates descriptive statistics for Hypothesis 1.
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Table 5: Descriptive Statistics for Hypothesis 1
T op ic o f Survey Item
(Item #)

M ean

Standard D eviation

How long the teachers
intended to stay in the
profession (7)
Having too many students
in a class (15)
Lack of time to spend with
individual pupils (19)
Shortage of equipment or
poor facilities (20)
Too much work to do (21)
Administrative work or
extra assigned duties (22)
Pressure from parents (23)
Poor career structure (24)
Inadequate salary (25)
Inadequate planning periods
or breaks (27)
Lack of administrative
support to get materials (34)

3.43

.915

3.29

1.306

3.13

1.106

2.57

1.295

3.33
2.91

1.238
1.238

2.84
2.44
3.00
2.89

1.221
1.223
1.295
1.322

2.12

1.151

Hypothesis 2
Ha: There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and job satisfaction.
A bi-variate correlation analysis was performed to examine the relationship
between survey item 7 and survey item 8. Item 7 addressed how long the teachers
intended to stay in the profession and item 8 was concerned with the overall satisfaction
level with teaching as a job. A Pearson r coefficient of .492 (p < .001) indicated a strong
relationship between survey items 7 and 8 existed. Teachers’ intentions to stay were
highly related to their overall job satisfaction. Thus, teachers with higher levels of
overall satisfaction with teaching were likely to remain in teaching longer.
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Table 6 displays the descriptive statistics for the survey items analyzed for Hypothesis 2.
Table 6: Descriptive Statistics for Hypothesis 2
T opic o f Survey Item
(Item #)

M ean

S tandard D eviation

How long the teachers
intended to stay in the
profession (7)
Their overall satisfaction
with teaching as a job (8)

3.43

.915

3.92

.995

Hypothesis 3
H3: There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and satisfaction with the quantity and quality of
administrative support.
A multiple stepwise regression analysis was conducted to test Hypothesis 3. The
relationship between how long teachers intended to stay in the profession and their
satisfaction levels with the quantity and quality of administrative support was the focus of
this analysis. The relationship between survey item 7 (how long teachers intended to stay
in the profession) and items 17 (lack of administrative backing with discipline), 26 (lack
of recognition for good teaching), 32 (lack of administrative encouragement), 33 (lack of
one-on-one conversations with your principals), 35 (unclear goals), 36 (lack of clear
communication from the principals/administration), 37 (lack of fairness in evaluation), 38
(lack of support from administration), 39 (too few classroom observations from
administrators), 40 (not enough feedback from classroom observations), 41 (poor quality
of staff development training or usefulness), and 42 (pressure from administrative staff)
was examined. The analysis indicated that items 17 (lack of administrative backing with
discipline) and 26 (lack of recognition for good teaching) were the only two significant
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predictor variables from the twelve that were examined. These two survey items, 17 and
26, revealed a statistically significant but weak relationship between teachers’ intentions
to stay and administrative support. A .272 multiple correlation coefficient value (p <
.001) suggested that teachers would evidence lower levels of commitment under these
two variables. An R square value of .074 indicated that about 7% of the “stay” variable
(how long teachers intended to stay in the profession) was predictable from this group’s
responses to items 17 (lack of administrative backing with discipline) and 26 (lack of
recognition for good teaching). Thus, stress levels of novice teachers might have been
lowered through discipline and teacher recognition efforts. Table 7 highlights the
descriptive statistics for Hypothesis 3.
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Table 7: Descriptive Statistics for Hypothesis 3
Topic o f Survey Item
(Item #)

M ean

Stan d ard D eviation

How long teachers intended
to stay in the profession (7)
Lack of administrative
backing with discipline (17)
Lack of recognition for
good teaching (26)
Lack of administrative
encouragement (32)
Lack of one-on-one
conversations with your
principals (33)
Unclear goals (35)
Lack of clear
communication from the
principals/administration
(36)
Lack of fairness in
evaluations (37)
Lack of support from
administration (38)
Too few classroom
observations from
administrators (39)
Not enough feedback from
classroom observations (40)
Poor quality of staff
development training and
usefulness (41)
Pressure from
administrative staff (42)

3.43

.915

3.18

1.453

2.82

1.299

2.34

1.281

2.13

1.159

2.24
2.32

1.249
1.291

1.95

1.094

2.34

1.324

1.79

1.010

1.86

1.087

2.11

1.210

2.14

1.242
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Hypothesis 4
H4 : There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and satisfaction with the quantity and quality of peer
support.
Hypothesis 4 was tested through a multiple stepwise regression analysis. The
relationship between how long teachers intended to stay and their satisfaction with the
quantity and quality of peer support was covered with survey items 7 (how long teachers
intended to stay in the profession), 16 (lack of staff to collectively enforce rules), 28
(attitudes and behaviors of other teachers), 29 (lack of support of peers to help with my
instruction), 30 (lack of support of peers outside the classroom), and 31 (lack of
cooperation between staff members). Item 16, the lack of staff to collectively enforce
rules, indicated a statistically significant, positive, and weak relationship between novice
teachers’ intentions to stay in the profession and peer support. A multiple correlation
coefficient value of .177 suggested that teachers with higher levels of satisfaction could
possibly have higher levels of commitment under this variable. R square was .031,
indicating that about 3% of the “stay” variable (how long the teachers intended to stay in
the profession) was predictable from item 16 responses (stress associated with a lack of
staff to collectively enforce rules). In addition, this value indicated that a very small
relationship existed between commitment and peer support. See Table 8 for the
descriptive statistics for this hypothesis.
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Table 8: Descriptive Statistics for Hypothesis 4

Topic of Survey Item
(Item #)
How long teachers intended
to stay in the profession (7)
Lack of staff to collectively
enforce mles (16)
Attitudes and behaviors of
other teachers (28)
Lack of support of peers to
help with my instruction
(29)
Lack of support of peers
outside the classroom (30)
Lack of cooperation
between staff members (31)

Mean

Standard Deviation

3.43

.915

3.09

1.345

2.52

1.198

2.04

1.036

2.00

.992

2.22

1.123

Hypothesis 5
Hs: There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and new teacher self-efficacy,
A factor analysis was conducted to determine how the teacher efficacy items
could be statistically combined. Hypothesis 5 dealt with teacher self-efficacy to
determine if self-efficacy levels influenced the teachers’ intentions to stay in the
profession. A factor analysis of survey items 43 to 54 identified three factors that were
then used in a multiple regression model to predict how long teachers would stay in the
profession. These three factors accounted for about 55% of the variance in the original
12 items. Factor loadings of .400 or greater indicated that survey items 43, 45,48, and 50
were associated with factor 1; survey items 51, 52, and 54 were related to factor 2; and
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survey items 44,46, 49, and 53 belonged to factor 3. Factor loadings below .400
indicated survey items that did not belong to one of the three factors.
Factor 1 appeared to measure efficacy in classroom management by asking how
much novice teachers felt they could do to control disruptive behavior in the classroom
(item 43), how much they could do to calm disruptive or noisy students (item 45), how
much they could do to get students to follow classroom rules (item 48), and how much
they could do to establish a classroom management system with each group of students
(item 50). Factor 2 appeared to measure efficacy in instructional strategies by asking to
what extent novice teaehefs could use a variety of assessment strategies (item 51), to
what extent they could provide an alternative explanation or example when students were
confused (item 52), and how well they could implement alternative teaching strategies in
their classrooms (item 54). Factor 3 appeared to measure efficacy in student engagement
by asking how much novice teachers could do to motivate students who show low
interest in school work (item 44), how much they could do to help their students value
learning (item 46), how much teachers could do to get students to believe they could do
well in school work (item 49), and how much teachers could assist families in helping
their children do well in school (item 53). Survey item 47, to what extent novice teachers
could craft good questions for their students, did not seem to fit as well as others in this
group within the three factors. With a factor loading of .326, it did not belong to but
seemed to fit more closely with factor 2, efficacy in instructional strategies. The highest
factor loadings in the pattern matrix have been outlined in Table 9.
A standardized coefficient Beta weight of -. 108 identified factor 3 as the largest
contributor as to how long novice teachers would stay in the profession. Thus, teachers’

84

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

efficacy beliefs concerning how well they can motivate students who show low interest in
school work, how much they can do to help students value learning, how much they can
do to get students to believe they can do well in school work, and how much they can
assist families in helping their children do well in school relate most strongly with their
decisions to stay. A multiple correlation coefficient o f . 152 and R square value o f .023
revealed this regression model as significant with weak predictive power. See Table 10
for the descriptive statistics for Hypothesis 5.
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Table 9: Pattern Matrix for Survey Items 43 to 54
Teachers’ beliefs in
their abilities to:

Survey
Item #

F actor 1
(E fficacy in
classroom
m anagem ent)

Control disruptive
behavior in the
classroom
Calm a student who
is disruptive or
noisy
Get students to
follow classroom
rules
Establish a
classroom
management system
with each group of
students
Craft good questions
for their students
Use a variety of
assessment
strategies
Provide an
alternative
explanation/example
when students are
confused
Implement
alternative teaching
strategies in class
Motivate students
who show low
interest in school
work
Help their students
value learning
Get students to
believe they can do
well in school work
Assist families in
helping their
children do well in
school

43

.846

45

.758

48

.768

50

.588

F actor 2
(E fficacy in
instructional
strategies)

47

.326

51

.786

52

.622

54

. nm
t \j t

F actor 3
(E fficacy in
stu d en t
en gagem en t)

44

-.511

46

-.822

49

-.779

53

-.406
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Table 10: Descriptive Statistics for Hypothesis 5
T opic o f Survey Item
(Item #)

M ean

Standard D eviation

How long teachers intended
to stay in the profession (7)
Controlling student
behavior in the classroom
(43)
Motivating students who
show low interest in school
work (44)
Calming students who are
disruptive or noisy (45)
Helping students value
learning (46)
Crafting good questions for
their students (47)
Getting students to follow
classroom rules (48)
Getting students to believe
they can do well in school
work (49)
Establishing a classroom
management system (50)
Using a variety of
assessment strategies (51)
Providing an alternative
explanation/example (52)
Assisting families in
helping their children do
well in school (53)
Implementing alternative
teaching strategies (54)

3.43

.915

7.05

1.665

6.09

1.707

6.76

1.582

6.58

1.680

7.38

1.384

7.18

1.319

7.01

1.474

7.25

1.438

7.04

1.624

7.67

1.264

6.03

1.821

7.06

1.621

Regression analyses targeted the stay variable (how long teachers intended to stay
in the profession) versus the 3 self-efficacy factors from the previous analysis. The
regression results indicated that the 3 factors did not relate to the novice teachers’
intentions to stay in the profession as they had a significance level o f.123. In other
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words, these 3 self-efficacy factors did not predict whether or not the novice teachers
surveyed in this study would stay in or leave the profession.
Hypothesis 6
H6: There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and stress associated with students’ misbehavior.
Hypothesis 6 was tested through a multiple stepwise regression analysis. The
relationship between the novice teachers’ intentions to stay in the profession and stress
associated with students’ misbehavior was examined with items 7, 10, 11, 12, 13, 14, and
18. Item 7’s (how long teachers intended to stay in the profession) relationship with
items 10 (how stressful they found being a teacher), 11 (how stressful they found noisy
pupils), 12 (how stressful they found difficult classes), 13 (how stressful they found
maintaining class discipline), 14 (how stressful they found pupils’ impolite behavior),
and 18 (how stressful they found pupils’ poor attitudes toward work) was found to be
weak. Item 10 (how stressful they found being a teacher) had a multiple correlation
coefficient of .187 and R square value of .035, which indicated a statistically significant
but weak, or small, relationship with the novice teachers’ intentions to remain in the
profession. A little over 3% of the stay variable (how long teachers intended to stay in
the profession) was predictable from item 10 (how stressful they found being a teacher).
Nonetheless, this suggested that novice teachers in Chesapeake with lower levels of stress
might have higher commitment levels under this variable. Administrators would be wise
to assist teachers in managing student behavior and keep stress levels down, therefore
raising commitment levels. See Table 11 for the descriptive statistics for Hypothesis 6.
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Table 11: Descriptive Statistics for Hypothesis 6
Topic o f Survey Item
(Item #)

M ean

Stan d ard D eviation

How long teachers intended
to stay in the profession (7)
How stressful they found
being a teacher (10)
How stressful they found
noisy pupils (11)
How stressful they found
difficult classes (12)
How stressful they found
maintaining class discipline
(13)
How stressful they found
pupils’ impolite behavior
(14)
How stressful they found
pupils’ poor attitudes
toward work (18)

3.43

.915

3.55

1.096

3.02

1.110

3.30

1.202

2.83

1.137

3.25

1.269

3.28

1.129

Hypothesis 7
H7: There is a significant positive difference in a novice teacher’s intention to
stay in the profession based on certification routes (traditional and alternative).
The hypothesis was analyzed with a /-test to determine the difference between
new teachers’ intentions to stay based on their certification routes. Items 7 (how long
teachers intended to stay in the profession) and 5 (type of certification) were analyzed to
determine if a statistically significant difference existed between teachers who were
traditionally certified and those who were alternatively certified based on how long they
intended to stay in the profession. A total of 209 teachers participating in this study were
traditionally certified and 42 were alternatively certified. The mean score for the
traditionally certified teachers was 3.37 and the mean score for the alternatively certified
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teachers was 3.69. The t value was -2.06 and the degrees of freedom were 249. A p
value of .040 indicated that a statistically significant difference between certification
routes and commitment levels existed. However, the effect size was small. Table 12
indicates the descriptive statistics associated with Hypothesis 7.
Table 12: Descriptive Statistics for Hypothesis 7
Topic o f Survey Item
(Item #)

M ean

S tandard D eviation

How long teachers intended
to stay in the profession (7)
Certification routes (5)

3.43

.915

1.17

.374

Hypothesis 8
H8: There is a significant positive relationship between a novice teacher’s
intentions to stay in the profession and satisfaction with the induction program.
Hypothesis 8 was tested through a bi-variate correlation analysis. The Pearson
correlation coefficient was obtained to examine the relationship between the novice
teachers’ intentions to stay (item 7) and their satisfaction with the induction program
(item 6b). The relationship between the two variables was weak (.217, p < .01) but
indicated that the amount of time novice teachers will spend in the profession was related
to their levels of satisfaction with the induction program. Table 13 outlines the
descriptive statistics for Hypothesis 8.
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Table 13 : Descriptive Statistics for Hypothesis 8
T op ic o f Survey Item
(Item #)

M ean

Stan d ard D eviation

How long the teachers
intended to stay in the
profession (7)
Their satisfaction level with
the induction program (6b)

3.43

.915

3.54

.868

Hypothesis 9
H9: There is a significant positive relationship between overall job satisfaction
and participation in an induction program.
As previously mentioned, all of the novice teachers participating in this study had
taken part in an induction program. The researcher could not analyze this hypothesis as
previously planned because every teacher in the group studied had participated in an
induction program and comparisons could not be made between participants and non
participants. Therefore, a new research question was developed to analyze the
relationship of satisfaction with the induction program with overall job satisfaction,
whether or not they would teach again, and their intentions to stay in the profession.
Correlation analyses were conducted to test hypothesis 9. First, items 6b
(satisfaction with the induction program), 8 (overall satisfaction with teaching as a job),
and 9 (whether or not they would teach again if starting over) were analyzed to determine
how satisfaction with an induction program related to teachers’ overall satisfaction with
their job and whether or not they would choose teaching again if starting over.
Satisfaction with the induction program had a moderate relationship (.427, p < .01) with
overall job satisfaction. Whether or not they would teach again and satisfaction with an
induction program was found to be statistically significant (p < .001) with a moderate
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correlation size (.341 ,P < .001). How satisfied novice teachers were with the induction
program was related to their overall job satisfaction and desire to pursue the career again
if given a second start in life.
Items 6b (satisfaction with the induction program), 7 (how long they intended to
stay in the profession), 8 (overall satisfaction with teaching as a job), and 9 (whether or
not they would teach again if starting over) were examined together to determine how
satisfaction with an induction program related to how long novice teachers intended to
stay in the profession, overall satisfaction with their job, and whether or not they would
choose teaching again if starting over. Item 7, how long they planned to stay in teaching,
had the weakest relationship (.217) with induction program satisfaction of the three
variables looked at in this analysis. Table 14 outlines the descriptive statistics for survey
items analyzed for Hypothesis 9 in this study.

Table 14: Descriptive Statistics for Hypothesis 9
T opic o f Survey Item
(Item #)

M ean

S tandard D eviation

Satisfaction with induction
program (6b)
Overall satisfaction with
teaching as a job (8)
Whether or not they would
teach again if starting over
in life (9)
How long they intended to
stay in the profession (7)

3.54

.868

3.92

.995

3.56

1.124

3.43

.915
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Additional Findings
A factor analysis of survey items 10 to 42 identified seven factors with total Eigen
values greater than 1. These factors were associated with and, therefore, named:
1. Administrative-general,
2. Evaluation,
3. Student characteristics,
4. Peer support,
5. Work conditions,
6. Discipline support, and
7. Advancement opportunities.
Pattern matrix results were reviewed to identify survey items that belonged with the 7
new factors. These factors accounted for about 59% of the original variance. Loadings
of .400 or greater indicated which items belonged with which factors. For example,
survey items associated with factor 1 (Administrative-general) included item numbers 32
(lack of administrative encouragement), 33 (lack of one-on-one conversations with your
principal about your classroom), 34 (lack of administrative support to get materials), 35
(unclear goals or instructional direction/leadership), 36 (lack of clear communication
from the principal/administration), 37 (lack of fairness in evaluation), 38 (lack of support
from administration), and 42 (pressure from administrative staff). See table 15 for the
pattern matrix revealing the highest loadings under each factor for survey items 10 to 42.
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Table 15: Pattern Matrix for Survey Items 10 to 42
Topic
Of
Survey
Item
(Stress
associated
w ith:)

Item

#

Factor 1
(Admini
strativegeneral)

Lack of
administrative
encouragement
Lack of one-onone
conversations
with your
principal(s)
about your
classroom
observation
Lack of
administrative
support to get
materials
Unclear goals
or instructional
direction/
leadership
Lack of clear
communication
from the
principal(s)/
administration
Lack of fairness
in evaluation
Lack of support
from
administration
Pressure from
administrative
staff
Too few
classroom
observations

32

.593

33

.454

34

.621

35

.662

36

.926

37

.566

38

.929

42

.621

39

Factor
2
(Evalu
ation)

Factor 3
(Student
Character
istics)

Factor 4
(Peer
Support)

Factor

5
(Work
Condi
tions)

Factor 6
(Disci
pline
Support

-.765
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Factor 7
(Advance
ment
Oppor
tunities)

Item

Not enough
feedback from
classroom
observations
Poor quality of
staff
development
training or
usefulness
Noisy pupils
Difficult
classes
Maintaining
classroom
discipline
Pupils’
impolite
behavior
Pupils’ poor
attitudes toward
work
Shortage of
equipment and
poor facilities
Attitudes and
behaviors of
other teachers
Lack of support
from peers to
help in my
instruction
Lack of support
of peers outside
the classroom
Lack of
cooperation
between staff
members
Being a teacher

40

-1.027

41

-.363

#

Factor 1
(Admini
strativegeneral)

Factor
2
(Evalu
ation)

Topic
of
Survey
Item
(Stress
associated
with:)

Factor 3
(Student
Character
istics)

11
io
XX*

.707
.698

13

.774

14

.767

18

.347

Factor 4
(Peer
Support)

20

.256

28

.473

29

.876

30

.843

31

.661

10

Factor
5
(Work
Condi
tions)

Factor 6
(Disci
pline
Support)

.433
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Factor 7
(Advance
ment
Oppor
tunities)

Factor 3
(Student
Character
istics)

Factor 4
(Peer
Support)

Factor
5
(Work
Condi
tions)

Item

Lack of time to
spend with
individual
students
Too much work
to do
Administrative
work or extra
assigned duties
Inadequate
preparation/
planning or
breaks
Too many
students in a
class
Lack of staff to
collectively
enforce rules
Lack of
administrative
backing
Pressure from
parents
Poor career
structure
(promotion
prospects)
Inadequate
salary
Lack of
recognition for
good teaching

19

.594

21

.921

22

.584

27

.493

#

Factor 1
(Admini
strativegeneral)

Factor
2
(Evalu
ation)

Topic
of
Survey
Item
(Stress
associated
with:)

Factor 6
(Disci
pline
Support)

15

-.351

16

-.798

17

-.804

Factor 7
(Advance
ment
Oppor
tunities)

23

.303

24

.614

25

.784

26

.761

The 7 extracted variables from the previous analysis were put in a regression
model as predictors of stay (how long the teachers intended to stay) as the dependent
variable. A .312 value for multiple R and .097 R square value indicated that this was a
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significant model with moderate predictive power. Standardized coefficient Beta weights
identified that the largest contributors as to whether or not novice teachers would stay in
the profession were discipline support (.150), student characteristics (. 125), and
advancement opportunities (-. 120). See Table 16 for these results.

Table 16: Coefficients for Hypothesis 9

Factor
(Predictor)

U n standardized
C oefficients

U nstandardized
C oefficients

Standardized
C oefficients

B

1

Standard Error

B eta

Student
characteristics
Discipline support
Advancement
opportunities

.069

.125

.072
.076

.150
-.120

.145
-.117

A multivariate /-test was run to determine if there was a difference in predictor
variables between the 237 teachers who intended to stay in and the 14 who planned to
leave the profession. Looking at the univariate results, eight survey items had
significance levels <05. Differences on items 8 (overall satisfaction with teaching as a
job), 9 (whether or not they would teach again if starting over in life), 22 (administrative
work or extra assigned duties), 26 (lack of recognition for good teaching), 30 (lack of
support of peers outside the classroom), 32 (lack of administrative encouragement), 33
(lack of one-on-one conversations with their principals about their classroom instruction),
and 35 (unclear goals or instructional direction/leadership) were identified. Of the seven
factors that arose from the first factor analysis conducted in this study, administrativegeneral and advancement opportunities has p values <.05 as well. Significant results
were found for the ten aforementioned variables. See Table 17 for these results.
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Estimated marginal means were determined for these variables to analyze differences
between teachers who indicated they would be leaving the profession at the end of the
school year and those who would continue teaching. For the first two variables listed in
Table 18, higher mean scores indicated higher satisfaction levels and intentions to stay in
the profession. Higher mean scores indicated higher stress levels and intentions to leave
the profession for the remaining variables. In summation:
•

Teachers who had higher overall satisfaction levels were more likely to stay in the
profession;

•

Teachers who were staying were more likely to choose teaching again if starting
over;

•

Teachers who had lower stress levels associated with administrative work or extra
assigned duties were more likely to stay;

•

Teachers with higher stress levels associated with lack of recognition for good
teaching were more likely to leave;

•

Teachers with higher stress levels associated with lack of support of peers outside
the classroom were less likely to stay;

•

Teachers with higher stress levels associated with lack of administrative
encouragement were more likely to leave;

•

Teachers with higher stress levels associated with lack of one-on-one
conversations with principals about classroom instruction were more likely to
leave;

•

Teachers with higher stress levels associated with unclear goals of instructional
direction/leadership were less likely to stay;
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•

Teachers with higher stress levels associated with administrative-general items
were more likely to leave; and

•

Teachers with higher levels of stress associated with academic opportunities, or
lack of, were less likely to stay.
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Table 17: Tests of Between-Subjects Effects
D ependent
V ariable

T ype H I
Sum o f
Squares

df

M ean
Squ are

F

Sig.

R
Sq u ared

A djusted
R
Squared

Overall
satisfaction
with teaching
as a job
Whether or not
they would
teach again if
starting over
Administrative
work or extra
assigned duties
Lack of
recognition for
good teaching
Lack of support
of peers outside
the classroom
Lack of
administrative
encouragement
Lack of oneon-one
conversations
with principals
about
classroom
instruction
Unclear goals
or instructional
direction/
Leadership
AdministrativeGeneral
Advancement
Opportunities

39.810

1

39.810

47.714

.000

.161

.157

42.882

1

42.882

39.107

.000

.136

.132

15.432

1

15.432

10.457

.001

.040

.036

10.119

-X
i

10.119

6.124

.014

.024

.020

4.841

l

4.841

4.999

.026

.020

.016

15.381

l

15.381

9.700

.002

.037

.034

7.894

l

7.894

5.992

.015

.023

.020

6.968

l

6.968

4.528

.034

.018

.014

5.589

l

5.589

5.944

.015

.023

.019

4.684

l

4.684

5.480

.020

.022

.018
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Table 18: Estimated Marginal Means
D ependent
V ariable

L eaving or
Staying

M ean

Standard
Error

95%
C on fidence
Interval
(L ow er
B ou n d )

95%
C on fid en ce
Interval
(U pper
B ou nd)

Overall
satisfaction
with teaching
as a job

Going

2.286

.244

1.805

2.767

Staying
Going

4.021
1.857

.059
.280

3.904
1.306

4.138
2.408

Staying
Going

3.658
3.929

.068
.325

3.524
3.289

3.792
4.568

Staying
Going

2.848
3.643

.079
.344

2.693
2.966

3.004
4.319

Staying
Going

2.768
2.571

.083
.263

2.603
2.053

2.932
3.089

Staying
Going

1.966
3.357

.064
.337

1.840
2.694

2.092
4.020

Staying
Going

2.278
2.857

.082
.307

2.117
2.253

2.440
3.461

Staying
Going

2.084
2.929

.075
.332

1.938
2.276

2.231
3.582

Staying

2.203

.081

2.044

2.361

Whether or not
they would
teach again if
starting over
Administrative
work or extra
assigned duties
Lack of
recognition for
good teaching
Lack of support
of peers outside
the classroom
Lack of
administrative
encouragement
Lack of oneon-one
conversations
with principals
about
classroom
instruction
Unclear goals
or instructional
direction/
leadership
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Dependent
Variable

L eaving or
Staying

M ean

Standard
Error

95%
C onfidence
Interval
(L ow er
B ou nd)

95%
C onfidence
Interval
(U pper
B ound)

Administrativegeneral

Going

.614

.259

.104

1.124

Staying
Going

-.036
.562

.063
.247

-.160
.075

.088
1.049

Staying

-.033

.060

-.151

.085

Academic
opportunities
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Chapter 5: Summary, Conclusions, and Recommendations
This chapter presents the a) purpose, b) summary of procedures, c) summary of
the findings, d) comparison to Cousin’s findings, e) comparison of findings to the
theoretical rationale, f) implications, and g) recommendations.
Purpose
The purpose of this study was to replicate Cousin’s (2000) study titled An
Analysis o f Stress Factors and Induction Practices That Influence a Novice Teacher's
Intention to Stay in the Profession in which she aimed to: a) analyze the relationship
between those teachers who intend to stay in the profession and those who do not; b)
identify those variables that influence that decision; and c) determine if working
conditions, job satisfaction, satisfaction with the quantity and quality of professional and
peer support, teacher self-efficacy, stress induced by student misbehavior, certification
routes, and satisfaction with induction influence commitment levels.
Summary of Procedures
This study was conducted in one southeastern Virginia school district,
Chesapeake. Participants were drawn from 42 separate schools - 26 elementary, 10
middle, and 6 high - once permission was granted by the superintendent. 325 novice
teachers, those with 1 to 5 years of teaching experience, were randomly selected from a
pool of 606 novice teachers. A total of 251 teachers voluntarily agreed to participate in
this study by completing a 54-item survey instrument. Once the surveys were collected, a
multivariate /-test, Pearson correlations, multiple stepwise regression analyses, and/or
analysis of variance (ANOVA) techniques were used to analyze the data. The data were
analyzed to determine the strength of the relationship between the dependent variable, a
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teacher’s intention to stay in the profession (commitment level), and the independent
variables used throughout the study.
Summary of the Findings
The results of testing each hypothesis were presented in Chapter 4. The following
is a summation of those findings.
H i: There is a significant inverse relationship between a novice teacher’s
intention to stay in the profession and stress associated with working conditions.
A statistically significant, positive relationship was found to exist between a new
teacher’s intention to stay in the profession and stress associated with working condition
variables. Findings revealed that if school districts assigned less administrative work and
duties, stress levels could lessen and commitment levels could improve.
H 2 : There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and job satisfaction.
A statistically significant, positive relationship was found to exist between a new
teacher’s intention to stay in the profession and job satisfaction. The strongest predictor
of commitment to teaching was overall job satisfaction in teaching, beyond any other
individual variable examined in this study.
H 3 : There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and the quantity and quality of professional
(administrative) support.
A statistically significant, positive relationship was found to exist between a new
teacher’s intention to stay in the profession and stress associated with certain
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administrative support variables. Two, in particular, stood out among the rest. The two
variables that administrators could focus on with novice teachers include: the recognition
of good teaching and backing teachers with discipline support. Teachers’ stress levels
could be lowered. Commitment levels, in turn, could be positively impacted.
H 4 : There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and satisfaction with the quantity and quality of peer
support.
A statistically significant, positive relationship was found to exist between novice
teachers’ intentions to stay in the profession and the stress associated with their peer
support. Commitment, levels were higher in teachers who felt supported by their peers
collectively enforcing rules as opposed to those who were not.
Hs: There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and teacher self-efficacy.
No statistically significant relationship was found to exist between novice
teachers’ intentions to stay in the profession and their self-efficacy. Teacher self-efficacy
was not found to have a strong relationship with commitment levels, suggesting that their
feeling capable of doing their jobs did not directly affect novice teachers’ decisions to
stay.
H6: There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and stress caused by students’ misbehavior.
A statistically significant, positive relationship existed between new teachers’
intentions to stay in the profession and stress caused by students’ misbehavior. Teachers
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in this study appeared to be dealing with the stress caused by discipline problems pretty
well, as evidenced by their commitment levels not being impacted by many of the stress
factors. Commitment levels were lower, however, in teachers who perceived their job of
teaching as being stressful.
H 7 : There is a significant positive difference in a novice teacher’s intention to
stay in the profession based on certification routes (traditional and alternative).
There was a statistically significant but weak relationship found to exist between
novice teachers’ intentions to stay and their certification routes. The weak relationship
revealed in this study suggests that the daily experiences within the school environments
more directly impact commitment levels than do teacher certification routes.
Hs: There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and satisfaction with the induction program.
A statistically significant, positive relationship was found to exist between novice
teachers’ intentions to stay in the profession and their satisfaction with the induction
program. The amount of time teachers planned to spend in the profession was related to
their satisfaction levels with the induction program.
H 9 : There is a significant positive relationship between overall job satisfaction
and participation in an induction program.
Since all of the novice teachers surveyed in this study had participated in the
induction program, analyses were conducted to determine how satisfaction with the
induction program related to their overall satisfaction with the job, whether or not they
would choose teaching again if starting over, and how long they intended to stay in the
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profession. This marked a change in the focus of the original research question. How
satisfied novice teachers were with the induction program was moderately related to their
overall job satisfaction and desire to pursue the career again if given a second start in life.
In a further analysis, the relationship between satisfaction with the induction program and
the amount of time novice teachers intended to stay in the profession was found to be
indirect through job satisfaction. Thus, this school system’s induction efforts should
entail activities and procedures aimed at elevating and maintaining teacher satisfaction
levels.
Comparison to Cousin’s Findings
H i: There is a significant inverse relationship between a novice teacher’s
intention to stay in the profession and the level of stress associated with working
conditions.
Cousin’s (2000) multiple regression analysis results suggested that working
conditions had a moderate inverse relationship with teachers’ commitment levels while
the Chesapeake study indicated that a weak inverse relationship existed. Novice teachers
in the Mississippi study reported lower levels of stress and higher levels of commitment
under two variables, survey item 20 (shortage of equipment and poor facilities) and item
24 (poor career structure/promotion prospects). First- through fifth-year teachers
surveyed in Cousin’s study seemed most stressed when it came to not having enough
supplies, working in poor facilities, and not having good career/promotion prospects.
Novice teachers in the Virginia study were most stressed by only one factor, assignment
o f extra duties or administrative work (item 22). Item 22 was negatively related to the
novice teachers’ desires to remain in the profession. Perhaps these teachers were
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resistant to the concept of shared leadership and viewed additional duties in a negative
light.
H 2 : There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and job satisfaction.
The findings in the Chesapeake study reaffirmed Cousin’s (2000) findings, in
which she found that a strong positive relationship existed between teacher commitment
level and job satisfaction. Overall job satisfaction explained 25% of the variability of
teachers leaving in the Chesapeake study. Teachers with higher levels of overall
satisfaction with teaching were more likely to stay in teaching longer in both studies.
H 3 : There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and satisfaction with the quantity and quality of
administrative support.
In Cousin’s (2000) study, the two variables that were statistically significant were
items 36 (lack of clear communication from the principal/administration) and 37 (lack of
fairness in evaluation). Her multiple regression results suggested that administrative
support had a moderate influence on the teachers’ commitment levels in Mississippi.
Two different survey items in the Chesapeake study revealed a statistically significant but
weak relationship between novice teachers’ intentions to stay and administrative support.
These were item 17 (lack of administrative backing with discipline) and item 26 (lack of
recognition for good teaching). Both studies call for administrators to maintain open and
honest communication with teachers and students. Giving fair evaluations and
recognizing the efforts of teachers was also of importance to these novice teachers.
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HU: There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and satisfaction with the quantity and quality of peer
support.
Cousin’s (2000) study indicated that a statistically significant but weak
relationship existed between novice teachers’ intentions to stay in the profession and peer
support as did the Chesapeake study. One item in the Mississippi study, item 30 (stress
associated with peer support outside the classroom), revealed a weak relationship. A
different survey item, item 16 (stress associated with a lack of staff to collectively
enforce rules), indicated a small relationship existed between the “stay” variable and peer
support. Both studies revealed that peers of novice teachers should support their efforts.
Hs: There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and teacher self-efficacy.
Cousin (2000) found that no statistically significant relationship existed between
novice teachers’ intentions to stay in the profession and self-efficacy. The Chesapeake
study also indicated that the self-efficacy factors did not predict whether or not the novice
teachers surveyed would stay or leave the profession.
H6: There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and stress associated with students’ misbehavior.
Cousin (2000) found that a statistically significant but weak relationship existed
between the novice teachers’ intentions to remain in the profession and stress associated
with students’ misbehavior. The Chesapeake study reaffirmed this finding. However,
Cousin’s findings indicated that stress levels associated with two different variables,
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items 11 (how stressful they found noisy pupils) and 18 (how stressful they found pupils’
poor attitudes toward work) had the same effect on teachers’ intentions to stay as did item
10 (how stressful they found being a teacher) in the current study.
H 7 : There is a significant positive difference in a novice teacher’s intention to
stay in the profession based on certification routes (traditional and alternative).
Cousin (2000) found no significant difference between novice teachers’ intentions
to stay in the profession and certification routes. The Chesapeake study, on the other
hand, found that a statistically significant difference between certification routes and
commitment levels existed. However, the effect size was small.
Hs: There is a significant positive relationship between a novice teacher’s
intention to stay in the profession and satisfaction with the induction program.
Cousin (2000) found that a moderate relationship existed between the novice
teachers’ intentions to stay in the profession and induction program satisfaction.
ANOVA was administered to examine the differences between teachers who had
participated in an induction program versus those who had not and their commitment
levels. She found that teachers had a stronger commitment level when they had
participated in an induction program. The current study differed from Cousin’s study in
that 100% of the 251 novice teacher participants had taken part in an induction program.
No comparisons, therefore, could be made between participants and non-participants.
The Chesapeake study indicated that a statistically significant but weak relationship
existed between novice teachers’ intentions to stay in the profession and their levels of
satisfaction with the induction program.
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fib: There is a significant positive relationship between overall job satisfaction
and participation in an induction program.
Cousin (2000) found that a statistically significant positive relationship existed
between overall job satisfaction and participation in an induction program. Since all
teachers had participated in an induction program in the Virginia study, this researcher
analyzed the relationship of satisfaction with the induction program with overall job
satisfaction. There was a relatively moderate correlation (.427) between teachers’
satisfaction with the induction program and overall job satisfaction in the Chesapeake
study. Both studies’ findings indicated that school systems should focus attention on
involving novice teachers in induction program efforts that would lead to increased
teacher satisfaction.
Comparison of Findings to the Theoretical Rationale
As mentioned in the first chapter, Herzberg’s Motivation-Hygiene Theory (1966)
can be related to the educational environment. Developing a more positive work
environment may eliminate teacher dissatisfaction and lead to motivational conditions.
Herz'berg, Mausner, and Snyderman (1993) cautioned that alleviating dissatisfiers does
not tend to bring about job satisfaction. Instead, short-term changes in job attitudes occur
that prevent job dissatisfaction.
In Cousin’s (2000) and the current study, hygiene factors included working
conditions, administrative support, peer support, and stress caused by students’
misbehavior. These extrinsic factors were examined as sources of dissatisfaction.
Overall job satisfaction and satisfaction with the induction program served as motivators
in these studies. Teacher self-efficacy and certification routes did not fit neatly in either
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scale. Certification routes had been chosen by teachers in the past and were, therefore,
not considered dissatisfiers or motivators in the current study.
It should be noted that efforts to reduce dissatisfiers would not be motivating if
standing alone. For example, failure to keep working conditions at a level that novice
teachers think is appropriate can generate enough dissatisfaction to render them unable to
respond to motivators such as achievement, recognition, and opportunities for
professional growth. Novice teachers with higher stress levels may approach the job in a
way that brings about the desire to be less involved. In turn, they may become
dissatisfied and less inclined to stay in the profession. However, being dissatisfied with
the job does not guarantee that teachers will be motivated to leave the profession.
The assignment of extra duties by administration, lack of administrative backing
with discipline, lack of recognition for good teaching, lack of staff to collectively enforce
rules, and how stressful they viewed being a teacher were hygiene factors negatively
influencing novice teachers’ stress levels in the current study. Overall job satisfaction
was strongly related to these teachers’ intentions to stay in the profession. A relatively
moderate relationship also existed between novice teachers’ satisfaction with the
induction program and overall job satisfaction. These job satisfaction variables might
have indirectly served as motivators affecting the amount of time novice teachers
remained in the profession. There is no way to know how many teachers had already left
and what factors affected their desires to leave the system prior to this study. Motivators
may have led to higher commitment levels. It could be inferred that fourth- or fifth-year
teachers may have been more satisfied with their jobs earlier on and are more committed
to the profession.
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It is this researcher’s belief that administrators must actively reduce novice
teachers’ stress factors while motivating them and building commitment levels through
structured induction programs. Such induction programs may positively influence these
teachers to stay in the profession.
Implications
This study confirmed what researchers like Cousin (2000) and others have stated
before - proper induction into the teaching profession is necessary if we want teachers to
remain in the profession (Brown, 2004; Darling-Hammond, 2001; Goodwin, 1998;
Ingersoli, 2003). Attention has begun to be paid to teachers’ satisfaction and
commitment levels as a result of these findings. Cousin’s (2000) study found that
teachers who had gone through some form of induction had higher levels of satisfaction
and commitment to the profession.
Of the 251 teachers participating in the Chesapeake study, 100% had undergone a
form of induction. A total of 56.6%, or 142, of the participants were satisfied with their
induction experience. Another 82, or 32.7%, of the teachers ranked their satisfaction
level as neutral. A total of 10.8%, or 27, of the novices were dissatisfied with their
induction experiences. A mean score of 3.54 suggested that the teachers had moderate
levels of satisfaction with the induction program. Survey item 7, how long they intended
to stay in teaching, had a mean score of 3.43. Nearly two-thirds, or 167, of the novices
intended to stay more than 5 years. Sadly, 14, or 5.6%, of the teachers intended to leave
at the end of the school year, June 2005. The remaining 27.8%, or 70, of the teachers
planned to stay somewhere between 1 and 5 more years. When questioned about their
overall satisfaction with teaching as a job, 78.9%, or 198, of the participants were
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satisfied. A total of 33 of the 251 novices, or 23.3%, were dissatisfied. The mean score
of 3.92 for this survey item indicated moderately high satisfaction levels with teaching.
This researcher cannot help but wonder what closer attention to the city’s induction
program could do to influence teacher commitment and satisfaction. After all, research
had indicated that teacher retention has been linked to teacher satisfaction and
commitment and that induction programs have been linked to all three (Billingsley &
Cross, 1992; Cousin, 2000; Ingersoli, 2002; NCTAF, 2003; Powell, 2004).
The city involved in this study has in place an induction program that includes:
one week of induction orientation prior to the beginning of the first year of employment
with the city, a series of workshops conducted throughout the school year, and one year
with an assigned mentor. Curriculum supervisors and instructional skills specialists are
involved in orientation week and workshop sessions to address the needs of beginning
teachers. Some of the topics tackled together include: classroom management, meeting
the needs of high-risk students, curriculum and pacing guide requirements, principal
expectations and duties, school law, inclusion, how to talk to parents, and even what to
do on the first day of school. Instructional skills specialists observe all new teachers a
minimum of two times per year and offer their assistance as needed.
A mentor program established through a grant with a local university has begun
addressing mentor and mentee needs over the past two school years. This program
provides a small stipend and/or re-certification points to all involved. This program pulls
mentors and mentees out of their classrooms at least six times during the year to promote
reflective practice and provide professional development opportunities. It should be
noted that the current number of participants in this grant program is approximately 100,
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doubling in size from the previous year. The participants, however, are providing
insights to the school division that directly affect induction program efforts in place
throughout the city.
Chesapeake’s induction program has socialized teachers into the profession just as
other city and state programs have been doing (Grant, 2003; Weiss & Weiss, 1999).
With a mean commitment score of 3.43 and an induction program that has been a work in
progress, this city would be advised to fine-tune its focus and concentrate on issues
teachers are indicating that affect their stress, satisfaction, and commitment levels. Based
on this study’s findings, Chesapeake administrators should:
•

Lessen the amount of administrative work or extra duties assigned;

•

Strive to keep teachers’ satisfaction levels high;

•

Attempt to decrease novice teachers’ stress levels;

•

Back teachers with discipline;

•

Recognize good teaching;

•

Encourage staff to collectively enforce rules;

•

Talk to teachers about ways they can motivate students who show low interest
in school work, reach students who value learning very little, and assist family
members to help their children to do well in school;

•

Boost commitment levels by keeping teachers’ stress levels down as they leam
to manage student behavior;

•

Be aware of what certification routes novice teachers followed and how this
may affect their performance; and
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•

Closely monitor teachers’ progress through and satisfaction with the induction
program in order to gauge and affect satisfaction levels.

Even though only 5.6% of the teachers surveyed for this study said they were leaving in
June 2005, 12.7% intended to leave within 2 years and 15.1% were planning to leave
within 5. These statistics do not meet the top the percentage rates mentioned in the
literature, but they do raise a flag of caution. Education is a field where up to 50% of
novice teachers leave the profession by their fifth year of teaching (Graziano, 2005;
Ingersoli, 2003). Schools systems must pull out all of the stops and make concerted
efforts to retain more teachers. While this researcher was pleasantly surprised to find that
100% of this study’s respondents had participated in an induction program, the
satisfaction rates with the program leave room for improvement. Overall job satisfaction
and commitment levels, after all, could be positively influenced as induction program
satisfaction levels are raised.
The strongest positive relationship existed between novice teachers’ intentions to
stay and their overall job satisfaction in both studies. In fact, job satisfaction explained
25% of the variability in teachers leaving in the Chesapeake study. Both studies also
indicated that administrators would want to monitor novice teachers’ satisfaction levels
associated with participation in induction programs. In the Virginia study, there was a
relatively moderate correlation (.427) between teachers’ satisfaction with the induction
program and overall job satisfaction. A similarly moderate correlation (.492) between
overall job satisfaction and how long teachers intended to stay in the profession existed.
However, a weak relationship (.217) was noted between induction program satisfaction
and how long teachers intended to stay. A moderate relationship (.341) also existed
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between satisfaction with the induction program and whether or not they would teach
again if starting over in life. This suggested that the relationship between satisfaction
with an induction program and the amount of time novice teachers intended to stay in the
profession was indirect through overall job satisfaction.
Chesapeake is clearly implementing changes in its induction program that may
lead to changes in novice teachers’ satisfaction and commitment levels. While it is
commendable to work very closely with first-year teachers, this school division may want
to broaden its concept of novice to include teachers in their first through fifth year of
teaching and permit induction program efforts to extend in that direction. The sharing of
the findings of this study with school officials could also lead to enlightened awareness
regarding specific issues that could be better addressed in attempts to lessen stress and
increase commitment levels.
Recommendations for Further Research
1. It is recommended that this study be expanded to compare neighboring school
districts in the state of Virginia.
2. It is recommended that this study be expanded to compare school districts in
states other than Virginia.
3. It is recommended that this study be replicated in a city or state exhibiting
similar teacher and student population demographics.
4. It is recommended that this study be replicated on a national level.
5. It is recommended that the school district participating in this study conduct
in-house research to determine the effectiveness of the induction program.
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6. It is recommended that the in-house research findings be taken into
consideration and changes be made accordingly.
7. It is recommended that a study be conducted analyzing induction programs in
use that focus on teachers beyond their first year of teaching.
8. It is recommended that a study be conducted to determine what induction
program components are effective in teacher retention.
9. It is recommended that a study be conducted to examine the importance of
induction practices from the perception of administrators.
10. It is recommended that a study be conducted to examine the importance of
induction practices from the perception of novice teachers.
11. It is recommended that a study be conducted focusing on novice teachers’
commitment levels and self-efficacy on a broader scale.
12. It is recommended that a study be conducted in search of factors other than
those addressed in this study that may impact novice teachers’ job satisfaction
levels.
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APPENDIX A
SURVEY INSTRUMENT

119

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

TEACHER INDUCTION SURVEY
If you are a teacher with <1-5 year(s) teaching experience, please take a few minutes to complete this
anonymous survey. Simply circle the choice that best applies to your experiences to answer each question
after giving your consent.
Before you begin the survey, answer the Consent Agreement question below:
Do you hereby voluntary consent to participate in this survey and give permission for it to be used
for research purposes?
Yes, I do voluntarily give my permission.
No, I do not voluntarily give my permission.
If you answered “No,” do not proceed with this survey.
1. Sex
2. Age
3. Race
4. What year of teaching is this for you?

male
female
(20-29)
(30-39)
(40-49)
(50-60+)
African American
Asian
Caucasian
Other
Hispanic
Native American
jst
2nd
3rd
5m

5. Type of Certification

traditional

6a. Are you presently or have you ever been in a
district/school sponsored teacher induction
program? Induction encompasses orientation
week, mentor programs, observations by and
conversations with instructional skills
specialists, collaborative planning sessions, etc.
6b. If yes, how would you rate your satisfaction
with the induction program?
7. At this point in time, how long do you plan to
stay in teaching or another educational position?

8 . Overall, how satisfied are you with teaching as
a job?
9. Suppose you were starting your professional life
over, would you choose teaching?
10. In general, how stressful do you find being a
teacher?
For the next 32 questions, rate your stress level
under each category.
11.
12.
13.
14.
15.
16.
17.
18.

Noisy pupils
Difficult classes
Maintaining class discipline
Pupils’ impolite behavior
Having too many students in a class
Lack of staff to collectively enforce rules
Lack of administrative backing with discipline
Pupils’ poor attitudes toward work

yes

alternative route

no

1
2
3
4
5
very
fairly
neutral satisfied very
dissatisfied dissatisfied
satisfied
I plan to leave at the end of this school year.
I will remain in education 1-2 more years.
I will remain in education 3-5 more years.
I will remain in education longer than 5 years.
1
2
3
4
5
very
fairly
neutral satisfied very
dissatisfied dissatisfied
satisfied
1
2
3
4
5
certainly
probably perhaps
yes
certainly
not
not
1
2
3
4
5
not at all
mildly
neutral stressful
very
stressful
stressful
stressful
Rate your stress level below.
1 = not at
2 = mildly 3 =
4=
5 = very
all stressful stressful neutral stressful stressful
1
2
3
4
5
2
3
1
4
5
1
2
3
4
5
1
2
3
4
5
1
2
3
4
5
1
2
3
4
5
1
2
3
4
5
1
2
3
4
5
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19. Lack of time to spend with individual pupils
20. Shortage of equipment and poor facilities
21. Too much work to do
(e.g. lesson plans and grading)
22. Administrative work or extra assigned duties
23. Pressure from parents
24. Poor career structure
(poor promotion prospects)
25. Inadequate salary
26. Lack of recognition for good teaching
27. Inadequate preparation/planning periods or
breaks
28. Attitudes and behaviors of other teachers
29. Lack of support of peers to help with my
instruction
30. Lack of support of peers outside the classroom
31. Lack o f cooperation between staff members
32. Lack of administrative encouragement
33. Lack of one-on-one conversations with your
principal(s) about your classroom instruction
34. Lack of administrative support to get materials
35. Unclear goals or instructional direction/
leadership
36. Lack of clear communication from the
principal(s)/administration
37. Lack of fairness in evaluation
38. Lack o f support from administration
39. Too few classroom observations from
administrators
40. Not enough feedback from classroom
observations
41. Poor quality of staff development training or
usefulness
42. Pressure from administrative staff

Continue to rate your stress level below.
1 = not at 2 = mildly 3 =
4 = 5 = very
all stressful stressful neutral stressful stressful
1
2
3
4
5
1
2
3
4
5
1
1
1

2
2
2

3
3
3

4
4
4

5
5
5

1
1
1

2
2
2

3
3
3

4
4
4

5
5
5

1
1

2
2

3
3

4
4

5
5

1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

5
5
5
5

1
1

2
2

3
3

4
4

5
5

1

2

3

4

5

1
1
1

2
2
2

3
3
3

4
4
4

5
5
5

1

2

3

4

5

1

2

3

4

5

1
1

2
2

3
3

4
4

5
5

Items on this survey were pulled from instruments developed by Cousin (2000)
as well as Tschannen-Moran & Hoy (2001).

This project was found to comply with appropriate ethical standards and was exemptedfrom the need for
formal review by The College o f William and Mary Protection o f Human Subjects Committee (phone:
757-221-3901) on May 12, 2005 and expires on May 11, 2006.

Please continue for the final page o f the survey.
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Please indicate your opinion about each o f the
questions below by marking any one o f the nine
responses in the columns on the right side, ranging
from (1) “None At A ll” to (9) “A Great D eal” as
each represents a degree on the continuum.
Consider the combination o f your current ability,
resources, and opportunity to do each o f the
following in your current position.

43. How much can you do to control disruptive
behavior in the classroom?
44. How much can you do to motivate students
who show low interest in school work?
45. How much can you do to calm a student who is
disruptive or noisy?
46. How much can you do to help your students
value learning?
47. To what extent can you craft good questions for
your students?
48. How much can you do to get children to follow
classroom rules?
49. How much can you do to get students to believe
they can do well in school work?
50. How well can you establish a classroom
management system with each group of
students?
51. To what extent can you use a variety of
assessment strategies?
52. To what extent can you provide an alternative
explanation or example when students are
confused?
53. How much can you assist families in helping
their children do well in school?
54. How well can you implement alternative
teaching strategies in your classroom?

N
0
n
e
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e
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e
g
r
e
e

A

Q
u
i
t
e

G
r
e
a
t

A

1

2

3

4

5

6

7

8

D
e
a
1
9

1

2

3

4

5

6

7

8
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8
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8
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8
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8
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8
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Thank you fo r taking the time to complete this survey.

122

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

APPENDIX B
USE OF INSTRUMENT APPROVAL FROM COUSIN (DAVIS)
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Subj:
M e:
:rom:
To:

Instrument Approval-Dissertation
4/14/2005 3:13:16 PM Eastern Standard Time

Sent from the Internet (Details)

Hello Ms. Handley,
I hereby grant you authorization to use my instrument from my dissertation
investigating induction practices and attrition. However, I will ask that
you do the following:
(1) provide me with a copy of your completed dissertation.
(2) give me proper credit and reference within your dissertation for the
use of the instrument.
If you agree to do the following, then approval is granted. Please email
me back to finalize this agreement or void it. Thank you.

Sherri Davis, Ph.D.
Academic Dean
Lawson State Community College
3060 Wilson Road, SW
Birmingham. AL 35221

124

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

APPENDIX C
RETURN RESPONSE TO COUSIN (DAVIS)
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Subj:
Date:
From:
To:

Thank you
4/15/2005 2:30:45 PM Eastern Standard Time

Dr. Davis,
Thank you for responding so quickly. Certainly, i will adhere to your requests.
Kim Handley
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May 4, 2005

Mr. Jack Hannon
Assistant in Pupil Assignment
Student Services
Dear Mr. Hannon,
My name is Kim Handley and I am enrolled in a doctoral program at The College
of William and Mary. At the present time, I am in the dissertation phase of the doctoral
process. To meet my current course requirements I would like to survey 325 o f the 600+
teachers from our school division with <1-5 year(s) experience regarding their induction
experiences. The title o f my study is Retention o f Novice Teachers: A Study o f Factors
That Affect Their Decisions to Stay.
I am requesting your permission and assistance in conducting this study in our
school division. You may find the results of this study beneficial in future planning
efforts for teacher induction programs and improving teacher retention overall. The
results will be reported collectively and will not include the names of any teachers or
schools who participate in this process. Also, the school division will not be identified.
A copy of the revised survey instrument is included for you to review. If you
have any questions or concerns about this research study, please feel free to contact me
at the number provided below. You may also contact the chair of my dissertation
committee, Dr. James H. Stronge, at (757) 221-2339.
Your written response will be greatly appreciated. Thank you for your time and
consideration in this matter.
Sincerely,

Kim Handley
Sixth Grade Teacher
Western Branch Middle School
Home:
Enclosures: 3
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PERMISSION FROM SCHOOL SYSTEM
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^ n esa p ea K e TuDiic S c h o o ls
School Administration Building
Post Office B ox 16496
Chesapeake, Virginia 23328

May 5,2005
Ms. Kim Handley
Western Branch Middle School
4201 HawksleyDr
Chesapeake, VA. 23321
Dear Ms. Handley,
The Office of Student Services has reviewed your request for the completion o f a
research project and it has been approved based on the following conditions:

-The building principal must approve of the survey and the schedule that will be
followed to perform the survey.
-No teachers will be identified.
-No school names can be used in the survey.
If you have any questions, please contact me at
endeavor.

.We wish you success in this

Sincerely,

Jack Hannon
Student Services

The Chesapeake Public School System is an equal educational opportunity school system.
The School Board o f the City of Chesapeake also adheres to the principles o f equal opportunity in employment and, therefore,
prohibits discrimination in terms and conditions o f employment on the basis o f race, sex, national origin, color, religion, age, or disability.
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May 4, 2005

Dear Principal,
I have been in contact with Jack Hannon, Assistant in Pupil Assignment for
Student Services, and received approval regarding the distribution of the survey
instrument necessary to meet the requirements of the dissertation process. With your
permission, teachers in your building with 1-5 year(s) experience will be forwarded a
survey via the Pony which will take 10 minutes or less of their time to complete.
Please contact me at
by the end of the workday Monday, May 9th
if you do not wish to have your teachers participate in this process.
Thank you for your time and consideration in this matter.
Sincerely,

Kim Handley
Teacher/Doctoral Candidate
WBMS/The College of William
and Mary
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Subj:
Date:
From:
To:
CC:

SOE Committee Approval of #2005036
5/12/2005 4:51:10 PM Eastern Standard Time

Sent from the Internet (Details1

Dear Ms. Handley and Dr. Stronge:
Your proposal titled "Retention of Novice Teachers: A Study of
Factors that Affect their Decisions to Stay" has been exempted from
formal review by the School of Education Internal Review Committee
(SOE IRC) because it falls under one of six exemption categories
defined by DHHS Federal Regulations 45CFR 46.101 .b.
Please insert the following statement in the the footer of any cover
letters, consent forms, etc.:
THIS PROJECT WAS FOUND TO COMPLY WITH APPROPRIATE ETHICAL STANDARDS
AND WAS EXEMPTED FROM THE NEED FOR FORMAL REVIEW BY THE COLLEGE OF
WILLIAM AND MARY PROTECTION OF HUMAN SUBJECTS COMMITTEE (PHONE: 757221 -3901) ON MAY 12,2005 AND EXPIRES ON MAY 11, 2006.
You are required to notify Dr. Thomas Ward, Chair of the SOE IRC
and Dr. Michael Deschenes. Chair of the
Protection of Human Subjects Committee
if any issues arise with the participants of this study.
Cordially,
Denise

Denise Ridley-Hinrichs, MBA
Associate Director, Grants & Research Administration
College of William and Mary
PO Box 8795, Williamsburg, VA 23187-8795
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May, 2005

Dear Colleague,

I am currently a teacher at Western Branch Middle School and a doctoral student
at The College of William and Mary. The focus of my research is the retention of novice
teachers. Therefore, I am requesting the participation of educators with 1-5 year(s)
experience in the classroom.
I have enclosed $1 as an expression of my appreciation for your participation. I
know this does not adequately compensate for time taken from your day, but please
consider taking 10 minutes to complete this survey, place it in the enclosed envelope, and
drop it in the Pony today.
Rest assured that your responses and identity will be kept confidential. Please
complete and send back the enclosed card separately. It will verify that you received the
survey. Again, all information will remain confidential. Your survey and card are
needed no later than F riday, M ay 20th.
Your insights are very important to me. I truly appreciate your assistance in
supporting the educational pursuits of a fellow teacher. If you have any questions
regarding this study, you may contact Dr. Thomas J. Ward at (757) 221-2358. Results of
the study will be available upon request. Thank you for your consideration regarding this
approved study.
Sincerely,

Kim Handley
6th Grade English Teacher
Western Branch Middle School

This project wasfound to comply with appropriate ethical standards and was exempted
from the needfor formal review by The College o f William and Mary Protection o f
Human Subjects Committee (phone: 757-221-3901) on May 12, 2005 and expires on
May 11, 2006.
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Name
School

Check one.
_______ Completed the survey
_______ Did not complete the survey
This project was found to comply with appropriate ethical standards and was exemptedfrom the need for
formal review by The College o f William and Mary Protection o f Human Subjects Committee (phone: 757221-3901) on May 12, 2005 and expires on May 11, 2005.

PLEASE FILL IN AND RETURN THIS CARD WHETHER OR NOT
YOU PARTICIPATED IN THE SURVEY.
Fold, staple, and return via the Pony no later than Friday, M ay 2(fh.

Name
School

Check one.
_______ Completed the survey
_______ Did not complete the survey
This project was found to comply with appropriate ethical standards and was exempted from the need for
formal review by The College o f William and Mary Protection o f Human Subjects Committee (phone: 757221-3901) on May 12, 2005 and expires on May 11, 2005.

PLEASE FILL IN AND RETURN THIS CARD WHETHER OR NOT
YOU PARTICIPATED IN THE SURVEY.
Fold, staple, and return via the Pony no later than Friday, May 2(fh.
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2ndMailing

May, 2005

Dear Colleague,
Your assistance is needed. Please consider completing the enclosed survey and
returning it no later th an F riday, Ju n e 3, 2005. Input from 1st-5th year teachers is
crucial to my research.
Regarding the yellow card:
• If you decide to participate, please fill out and return the survey and yellow
separately.
• If you decide not to participate, please fill out a yellow card accordingly and
return it.
• If you sent in a completed survey the 1st time but received a 2nd copy of the
survey today, then I did not receive a completed yellow card for you. I need
your name, school, and whether or not you’ve participated. All information is
needed. (Remember: Since the cards are sent back separately, I have no way
of knowing whose survey is whose.) So, please fill out a yellow card
completely and return it today.
Thank you for your time and attention to this matter.
Sincerely,

Kim Handley
6th Grade English Teacher
Western Branch Middle School

This project wasfound to comply with appropriate ethical standards and was exempted
from the needfor formal review by The College o f William and Mary Protection o f
Human Subjects Committee (phone: 757-221-3901) on May 12, 2005 and expires on
May 11, 2006.

140

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

APPENDIX K
SECOND MAILING POSTCARD

141

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Name
School

Check one.
_______ Completed the survey
_______ Did not complete the survey
This project wasfound to comply with appropriate ethical standards and was exemptedfrom the needfor
formal review by The College o f William and Mary Protection o f Human Subjects Committee (phone: 757221-3901) on May 12, 2005 and expires on May II, 2005.

PLEASE FILL IN AND RETURN THIS CARD WHETHER OR NOT
YOU PARTICIPATED IN THE SURVEY.
Fold, staple, and return via the Pony no later than Friday, June 3rd.

Name
School

Check one.
Completed the survey
_______Did not complete the survey
This project was found to comply with appropriate ethical standards and was exempted from the need for
formal review by The College o f William and Mary Protection o f Human Subjects Committee (phone: 757221-3901) on May 12, 2005 and expires on May 11, 2005.

PLEASE FILL IN AND RETURN THIS CARD WHETHER OR NOT
YOU PARTICIPATED IN THE SURVEY.
Fold, staple, and return via the Pony no later than Friday, June 3rd.
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stay

Percent

Frequency
Valid

leave this year
1 to 2 more

Cumulative
Percent

Valid Percent

14

5.6

5.6

5.6

32

12.7

12.7

18.3

3 to 5 more

38

15.1

15.1

33.5

mroe than 5

167

66.5

66.5

100.0

Total

251

100.0

100.0

oversat

Frequency
Valid

Percent

Cumulative
Percent

Valid Percent

very dis

5

2.0

2.0

2.0

fairly dis

28

11.2

11.2

13.1

neutral

20

8.0

8.0

21.1

satisfied

126

50.2

50.2

71.3
100.0

very satisfied
Total

72

28.7

28.7

251

100.0

100.0

teachagain

Frequency
Valid

Cumulative
Percent

Valid Percent

Percent

certainly not

14

5.6

5.6

5.6

prob not

29

11.6

11.6

17.1

perhaps

43.8

67

26.7

26.7

yes

85

33.9

33.9

77.7

certainly

56

22.3

22.3

100.0

251

100.0

100.0

Total

stress

Frequency
Valid

not at all

Percent

Cumulative
Percent

Valid Percent

5

2.0

2.0

2.0

mildly

59

23.5

23.5

25.5

neutral

25

10.0

10.0

35.5

117

46.6

46.6

82.1

45

17.9

17.9

100.0

251

100.0

100.0

stressful
very
Total

noisy

Percent

Frequency
Valid

Cumulative
Percent

Valid Percent

not at all

12

4.8

4.8

4.8

mildly

95

37.8

37.8

42.6

neutral

59.4

42

16.7

16.7

stressful

81

32.3

32.3

91.6

very

21

8.4

8.4

100.0

251

100.0

100.0

Total
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difficult

Frequency
Valid

Cumulative
Percent

Valid Percent

Percent

not at all

17

6.8

6.8

6.8

mildly

67

26.7

26.7

33.5

neutral

26

10.4

10.4

43.8

stressful

105

41.8

41.8

85.7

very

36

14.3

14.3

100.0

Total

251

100.0

100.0

displine

Valid

Cumulative
Percent

Valid Percent

Percent

Frequency
not at all

24

9.6

9.6

9.6

mildly

95

37.8

37.8

47.4

19.9

19.9

67.3

25.1

25.1

92.4
100.0

neutral

50

stressful

63

very

19

7.6

7.6

251

100.0

100.0

Total

impolite

Frequency
Valid

Cumulative
Percent

Valid Percent

Percent

not at all

20

8.0

8.0

8.0

mildly

74

29.5

29.5

37.5

neutral

47.4

25

10.0

10.0

stressful

88

35.1

35.1

82.5

very

44

17.5

17.5

100.0

251

100.0

100.0

Total

toom any

Frequency
Valid

Percent

Cumulative
Percent

Valid Percent

not at all

23

9.2

9.2

9.2

mildly

61

24.3

24.3

33.5

neutral

43

17.1

17.1

50.6

stressful

67

26.7

26.7

77.3

very

57

22.7

22.7

100.0

251

100.0

100.0

Total

staff

Percent

Frequency
Valid

Valid Percent

Cumulative
Percent

not at all

38

15.1

15.1

15.1

mildly

59

23.5

23.5

38.6

neutral

40

15.9

15.9

54.6

stressful

71

28.3

28.3

82.9
100.0

very
Total

43

17.1

17.1

251

100.0

100.0
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adm in

Frequency
Valid

Percent

Cumulative
Percent

Valid Percent

not at all

41

16.3

16.3

mildly

58

23.1

23.1

39.4

neutral

30

12.0

12.0

51.4

stressful

58

23.1

23.1

74.5

very

64

25.5

25.5

100.0

251

100.0

100.0

Total

16.3

attitude

Frequency
Valid

Percent

Cumulative
Percent

Valid Percent

not at all

12

4.8

4.8

mildly

70

27.9

27.9

32.7

neutral

32

12.7

12.7

45.4

stressful

4.8

109

43.4

43.4

88.8

very

28

112

11.2

100.0

Total

251

100.0

100.0

indtime

Frequency
Valid

Percent

Cumulative
Percent

Valid Percent

not at all

16

6.4

6.4

mildly

71

28.3

28.3

34.7

neutral
stressful

49
95

19.5
37.8

19.5
37.8

54.2
92.0

very

20

8.0

8.0

100.0

Toial

251

100.0

100.0

6.4

equipm ent

Frequency
Valid

Percent

Cumulative
Percent

Valid Percent

not at all

63

25.1

25.1

25.1

mildly

74

29.5

29.5

54.6

neutral

44

17.5

17.5

72.1

stressful

47

18.7

18.7

90.8
100.0

very
Total

23

9.2

9.2

251

100.0

100.0

work

Valid

not at all

Cumulative
Percent

Valid Percent

Percent

Frequency
15

6.0

6.0

6.0

mildly

70

27.9

27.9

33.9

neutral

33

13.1

13.1

47.0

stressful

84

33.5

33.5

80.5
100.0

very
Total

49

19.5

19.5

251

100.0

100.0
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extraw rk

Frequency
Valid

Percent

Cumulative
P ercent

Valid Percent

not at alt

35

13.9

13.9

mildly

74

29.5

29.5

43.4

neutral

46

18.3

18.3

61.8

13.9

stressful

71

28.3

28.3

90.0

very

25

10.0

10.0

100.0

Total

251

100.0

100.0

pressure

Frequency
Valid

Percent

Cumulative
P ercent

Valid Percent

not at all

34

13.5

13.5

mildly

85

33.9

33.9

47.4

neutral

40

15.9

15.9

63.3

stressful

70

27.9.

27.9

91.2

very

22

8.8

8.8

100.0

251

100.0

100.0

Total

13.5

career

Valid

Cumulative
Percent

Valid Percent

Percent

Frequency
not at all

72

28.7

28.7

28.7

mildly

65

25.9

25.9

54.6

neutral

62

24.7

24.7

79.3

stressful

36

14.3

14.3

93.6
100.0

very
Total

16

6.4

6.4

251

100.0

100.0

salary

Percent

Frequency
Valid

Valid Percent

Cumulative
Percent

not at all

32

12.7

12.7

12.7

mildly

73

29.1

29.1

41.8

neutral

51

20.3

20.3

622

stressful

54

21.5

21.5

83.7

very

41

16.3

16.3

100.0

Total

251

100.0

100.0

recognition

Percent

Frequency
Valid

not at all

18.7

47

Valid Percent
18.7

Cumulative
Percent
18.7

mildly

65

25.9

25.9

44.6

neutral

58

23.1

23.1

67.7

stressful

49

19.5

19.5

87.3
100.0

very
Total

32

12.7

12.7

251

100.0

100.0
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planning

Frequency
Valid

Percent

Cumulative
Percent

Valid Percent

not at all

41

16.3

16.3

mildly

78

31.1

31.1

47.4

neutral

33

13.1

13.1

60.6

16.3

stressful

66

26.3

26.3

86.9

very

33

13.1

13.1

100.0

Total

251

100.0

100.0

tchattitudes

Frequency
Valid

Percent

Cumulative
Percent

Valid Percent

not at all

61

24.3

24.3

24.3

mildly

71

28.3

28.3

52.6

neutral

60

23.9

23.9

76.5

stressful

45

17.9

17.9

94.4

very

14

5.6

5.6

100.0

251

100.0

100.0

Total

peerslns

Frequency
Valid

Percent

Cumulative
Percent

Valid Percent

not at all

94

mildly

80

31.9

31.9

69.3

neutral

56

22.3

22.3

91.6

stressful

14

5.6

5.6

97.2

7

2.8

2.8

100.0

251

100.0

100.0

very
Total

37.5

37.5

37.5

peersout

Frequency
Valid

not at all

Percent

Cumulative
Percent

Valid Percent

95

37.8

mildly

84

33.5

33.5

71.3

neutral

54

21.5

21.5

92.8

stressful

13

5.2

5.2

98.0

5

2.0

2.0

100.0

251

100.0

100.0

very
Total

37.8

37.8

co o p

Frequency
Valid

Percent

Cumulative
Percent

Valid Percent

not at all

77

30.7

mildly

92

36.7

■ 39

15.5

15.5

82.9

35

13.9

13.9

96.8

8

3.2

3.2

100.0

251

100.0

100.0

neutral
stressful
very
Total

30.7

30.7

36.7

67.3
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ad m en co u rag e

Frequency
Valid

Cumulative
Percent

Valid Percent

Percent

not at all

84

33.5

33.5

33.5

mildly

71

28.3

28.3

61.8
78.9

neutral

43

17.1

17.1

stressful

33

13.1

13.1

92.0

very

20

8.0

8.0

100.0

251

100.0

100.0

Total

princcon

Percent

Frequency
Valid

Cumulative
Percent

Valid Percent

not at all

96

38.2

38.2

mildly

77

30.7

30.7

68.9

neutral

36

14.3

14.3

83.3

stressful

34

13.5

13.5

96.8
100.0

very
Total

8

3.2

3.2

251

100.0

100.0

38.2

admlnmat

Frequency
Valid

Valid Percent

Percent

Cumulative
P ercent

not at all

95

37.8

37.8

37.8

mildly

77

30.7

30.7

68.5

neutral

42

16.7

16.7

85.3

stressful

27

10.8

10.8

96.0

very

10

4.0

4.0

100.0

251

100.0

100.0

Total

goals

Frequency
Valid

Percent

Cumulative
P ercent

Valid Percent

not at all

96

38.2

38.2

38.2

mildly

62

24.7

24.7

62.9

neutral

41

16.3

16.3

79.3

stressful

40

15.9

15.9

95.2
100.0

very
Total

12

4.8

4.8

251

100.0

100.0

com m prln

Frequency
Valid

Percent

Valid Percent

Cumulative
Percent

not at all

87

34.7

34.7

34.7

mildly

70

27.9

27.9

62.5

neutral

78.5

40

15.9

15.9

slressful

34

13.5

13.5

92.0

very

20

8.0

8.0

100.0

251

100.0

100.0

Total
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fair

Frequency
Valid

not at all

Percent

Cumulative
Percent

Valid Percent

116

46.2

46.2

mildly

64

25.5

25.5

71.7

neutral

45

17.9

17.9

89.6

stressful

19

7.6

7.6

97.2

7

2.8

2.8

100.0

251

100.0

100.0

very
Total

46.2

adm lnsuoo

Valid

Cumulative
Percent

Valid Percent

Percent

Frequency
not at all

87

34.7

34.7

34.7

mildly

70

27.9

27.9

62.5

neutral

40

15.9

15.9

78.5

stressful

29

11.6

11.6

90.0

very

25

10.0

10.0

100.0

Total

251

100.0

100.0

cla sso b s

Frequency
Valid

not at all

Cumulative
Percent

Valid Percent

Percent

132

52.6

52.6

mildly

62

24.7

24.7

77.3

neutral

38

15.1

15.1

92.4

stressful

15

6.0

6.0

98.4

4

1.6

1.6

100.0

251

100.0

100.0

very
Total

52.6

feedback

Frequency
Valid

not at all

Cumulative
Percent

Valid Percent

Percent

125

49.8

49.8

49.8

mildly

69

27.5

27.5

77.3

neutral

31

12.4

12.4

89.6

stressful

18

7.2

7.2

96.8
100.0

very
Total

8

3.2

3.2

251

100.0

100.0

staffdev

Frequency
Valid

not at all
mildly

Percent

Valid Percent

Cumulative
Percent

107

42.6

42.6

42.6

62

24.7

24.7

67.3
84.1

neutral

42

16.7

16.7

stressful

28

11.2

11.2

95.2

very

12

4.8

4.8

100.0

251

100.0

100.0

Total
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p re ss u re A

Frequency
Valid

not at all

Percent

Valid Percent

Cumulative
Percent

102

40.6

40.6

40.6

mildly

74

29.5

29.5

70.1

neutral

29

11.6

11.6

81.7

stressful

31

12.4

very

15

6.0

12.4
6.0

94.0
100.0

251

100.0

100.0

Total

control

Frequency
Valid

1
2
3

Cumulative
P ercent

.8

.8

.8

1
6

.4

.4
2 .4
3.6

1.2
3.6
7 .2

10.8

17.9

10.8

2 8 .7
6 0 .6

9

5
6

27
27

7

80
37

Total

Valid Percent

2

4

8
9

P ercent

62
251

2.4
3.6
10.8
10.8
31.9
14.7
24 .7
100.0

31.9
14.7
24.7
100.0

7 5 .3
1 00.0

motivate

Frequency
Valid

Percent

Valid Percent

Cumulative
P ercent

1
2

1
2

.4

.4

.8

.8

.4
1.2

3
4
5
6

18
20

7.2
8.0

7 .2
8.0

8 .4
16.3

52
49

20 .7
19.5

20.7
19.5

37.1
56 .6

7
8

64
18

25 .5

25.5

82.1

7.2

8 9 .2

9

27

7 .2
10.8

10.8

1 0 0 .0

251

100.0

100.0

Total

calm

Frequency
Valid

Percent

Valid Percent

Cumulative
Percent

1

1

.4

.4

.4

2

2

.8

.8

1.2

3

8

3.2

3.2

4 .4

4

7

2.8

2.8

7 .2

13.9

21.1

5

35

13.9

6

34

13.5

13.5

3 4 .7

7

89

35.5

35.5

70.1

8

37

14.7

14.7

8 4 .9

9

38

15.1

15.1

100.0

251

100.0

100.0

Total

151
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value

Frequency
Valid

Percent

Valid Percent

Cumulative
Percent

2

2

.8

.8

.8

3

11

4.4

4.4

5.2

4

14

5.6

5.6

10.8

5

40

15.9

15.9

2 6 .7

6

42

16.7

16.7

4 3 .4

7

72

28 .7

28.7

72.1

8

28

11.2

11.2

83 .3
100.0

9
Total

42

16.7

16.7

251

100.0

100.0

question

Frequency
Valid

Percent

Valid Percent

Cumulative
P ercent

3

2

.8

.8

8

4
5

4
25

1.6

1.6

2 .4

6
7
8

27
65

10.0
10.8

10.0
10.8

23.1

2 5.9

9

64
251

2 5.9
25 .5
25 .5
100.0

Total

64

25.5
25.5
100.0

12.4
4 9.0
7 4.5
100.0

rules

Frequency
Valid

Valid Percent
.8

.8

1.6

1.6

2.4

10.0

12.4
26.3

3
4

2
4

5

25
35

10.0
13.9

13.9

80
60

31.9
23.9

31.9
23.9

6
7
8
9
Total

Cumulative
Percent

Percent
.8

45

17.9

17.9

251

100.0

100.0

58.2
82.1
100.0

dowell

Frequency
Valid

Percent

Valid Percent

Cumulative
Percent

2

1

3

4

1.6

1.6

2.0

4

8

3.2

3.2

5.2

5

29

11.6

11.6

16.7

6

35

13.9

13.9

30.7
61.8

.4

.4

.4

7

78

31.1

31.1

8

51

20.3

2 0.3

82.1

9

45

17.9

17.9

100.0

251

100.0

100.0

Total

152
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manage

Percent

Frequency
Valid

Valid Percent

Cumulative
Percent

2

2

.8

.8

.8

3

1

.4

1.2

4

4

.4
1.6

1.6

2 .8
12.4
27.9

5

24

9.6

9.6

6

39

7

66

15.5
26.3

15.5
26.3

8
9

55
60

21.9
23.9

23.9

251

100.0

100.0

Total

21.9

54.2
76.1
100.0

a ssess

Frequency
Valid

2
3
4
5
6
7
8
9
Tota!

1

Percent

Valid Percent

7
9

.4
2.8
3.6

.4
2.8
3.6

33
28
68

13.1
11.2
27.1

11.2
27.1

46
59

18.3
23.5

251

100.0

13.1 ,

18.3
23.5
100.0

Cumulative
Percent
.4
3.2
6.8
19.9
31.1
58.2
76.5
100.0

altexp
Frequency
Valid

Percent

Valid Percent

Cumulative
Percent

2
3

.4
.8

.4

.4

2

.8

4

1

.4

.4

1.2
1.6
6.0

1

5

11

4.4

4.4

6

19

7.6

7.6

13.5

7

70

27.9

27.9

41.4

8

68

27.1

27.1

68.5

9

79

31.5

31.5

100.0

251

100.0

100.0

Total
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famassist

Frequency
Valid

P ercent

Valid Percent

Cumulative
Percent

1

2

.8

.8

.8

2

6

2.4

3.2

7.6

2.4
7.6

10.8

6 .0
23.1

16.7
39.8

17.9

57.8

19.9
12.7

77.7
90.4
100.0

3

19

4
5

15
58

6

45

7
8
9

50
32
24

19.9
12.7
9.6

9.6

251

100.0

100.0

Total

6.0
23.1
17.9

altstra

Frequency
Valid

1

1

2
3

2

4
5
6
7
8
9
Total

Percent
.4

Valid Percent
.4

7

.8
2.8

2.8

.8

Cumulative
Percent
.4
1.2
4.0

11

4.4

4.4

8.4

21
20
88

8.4
8.0
35.1

8.4
8.0
35.1

16.7
24 .7
59.8

49

19.5

19.5

79.3

52

20.7
100.0

20.7
100.0

100.0

251

154
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